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Abstract
In 2015 the Ontario provincial government implemented an amendment to Regulation 347/02:
Accreditation of Teacher Education Programs. This amendment resulted in the move from a twosemester program to a four-semester program with a commensurate reduction in funding from
2.0 to 1.5 for BEd students, effectively moving them from 1.0 FTE funding to 0.75. The
introduction of the amendment coincided with the move to a Responsibility Centred
Management approach to funding across South Central University. Hence, the reduction in
funding was coincident with greater devolved responsibility for fiscal management at a
departmental and faculty level. The Teacher Education Stream (TES) program was introduced at
an undergraduate level as a new revenue stream into the School of Education to overcome the
fiscal deficit due to policy changes at both the provincial and institutional level. The introduction
of the TES program represents something of an enigmatic juxtaposition; the rationale for the
introduction of the program was the market-driven pressure of a neoliberal shift in provincial and
university governance, yet the TES is predicated on discourses of equity, inclusion, and social
justice. The TES program was introduced quickly as a result of fiscal necessity. There was
limited consideration given to the potential consequences of the implementation, embedding, and
expansion of the program. This lack of strategic planning gives rise to the Problem of Practice
addressed within this Organizational Improvement Plan. Wayfinding leadership and appreciative
inquiry inform the plan for change, which is further elaborated through Lewin’s three-step model
and monitored through participatory evaluation.
Keywords: undergraduate education, teacher education, higher education, wayfinding
leadership, appreciative inquiry, three-step model, participatory evaluation
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Executive Summary
South Central University (SCU) is a mid-sized, primarily undergraduate university in
southern Ontario. SCU has a proud liberal arts tradition, founded upon critical self-reflection,
collaboration, and the building of community. It has a population of about 11,000 undergraduate
and graduate students, spread over two campuses. The School of Education is housed on the
larger of the two campuses and the Dean of Education has oversight of the School of Education,
the Centre for Teaching and Learning, and online learning across the institution. The Dean also
currently maintains the role of Teacher Education Stream (TES) coordinator. The Problem of
Practice (PoP) that will be addressed within this Organizational Improvement Plan (OIP) is
focused upon the introduction of this new TES program.
Chapter One of this OIP provides an overview of the organizational context and the
management and leadership structures across the institution. It details the Responsibility Centred
Management (RCM) approach to budgeting adopted by SCU. It further explores the provincial
government’s amendment to Regulation 347/02, the regulation governing teacher education, and
the amendment’s impact upon the financial sustainability of the School of Education. The
introduction of a metrics funding approach within the higher education sector in Ontario is
discussed and the implications considered. Wayfinding leadership, an Indigenous theoretical
perspective is introduced, and positionality and agency are articulated. The specific elements of
the PoP are detailed for consideration throughout this OIP. The challenges that have arisen as a
result of the introduction of the TES program are outlined, and the impact of the lack of a
strategic plan when the program was conceived and first implemented is examined.
The literature underpinning the education of teachers is introduced and discussed. The
TES program is not a pre-service education program, it is an opportunity for undergraduate
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students to start to study foundational issues in education, to gain practical experience through
volunteer placements, and to inform their decision-making about their potential future careers as
educators. Thus, there is clear coherence in applying this literature to the TES program. The
vision for change is articulated through the interpretive paradigm further focused through the
lens of the cultural perspective. Change readiness is explored and both Appreciative Inquiry (AI)
and Lewin’s three-step model are introduced, to be further elaborated in Chapter Two.
Chapter Two further elaborates the discussion of wayfinding leadership introduced in
Chapter One and considers it alongside the science of improvement and the work of the Ethical
Leadership Commission. A framework for change is detailed mediating Lewin’s three-step
model through Cooperrider’s (1986) AI. A critical organizational analysis is outlined, supported
by Nadler and Tushman’s (1989) congruence model, before moving on to consider possible
solutions to address the PoP.
A number of potential solutions to address the lack of a strategic plan, as identified in the
PoP, are outlined and compared. Bolman and Deal’s four-frame model is used compare how the
problem might be reframed using each solution. A three-dimensional structure to aid the
comparison of the solutions against theory underpinning the change process is shared. A crossinstitutional and cross-partner large scale working group is the preferred solution. Issues
associated with leadership ethics, equity, and social justice are considered within the context of
change. Clear consideration is given to each of these aspects to ensure they are not simply
assumed to have been given due regard because they form a focus within the educational content
of the TES program itself.
Chapter Three details the “how” within this OIP and starts with the change
implementation plan. It details how a number of Lipmanowicz and McCandless’ (2013)
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Liberating Structures will be used to guide the collaborative development of the strategic plan
and the associated change. It identifies an implementation timeline for each of the activities used
to inform the process. Monitoring and evaluation of the change process is detailed from the
perspective of participatory evaluation. Multiple participatory iterations of a Plan-do-Study-Act
(PDSA) cycle throughout the change implementation plan are detailed and integrated within the
model of Lewin’s three-step model mediated through AI. A communication strategy to be
implemented throughout the change process is articulated, and a model combining Armenakis
and Harris’ (2002) three phase Möbius strip with Beatty’s (2015) questions is detailed.
Knowledge Mobilization (KM) throughout the change process, including activities and a
timeline, is identified.
This OIP is explored as a metaphor for the Cinderella story; currently the TES program is
surviving not thriving. It is hoped that through the implementation of this OIP, through the
collaborative creation of a strategic plan, and through the development of productive networks
that this will change. This OIP reflects the character of a reframed critical fairy godparent,
successful implementation of this OIP suggests there is the potential for a happily ever onwards
for the TES program.
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Chapter One: Introduction and Problem
The implementation of a new undergraduate Teacher Education Stream (TES) program at
South Central University (SCU), a university in southern Ontario, as a result of two simultaneous
policy changes, one at the provincial level and one at the institutional level, has presented a
number of challenges. The new program is not a pre-service teacher education program,
however, the majority of students within the program intend to pursue a B.Ed. degree postgraduation. The TES program was introduced as a direct response to a provincial government
amendment to Regulation 347/02: Accreditation of Teacher Education Programs and the
simultaneous introduction of a Responsibility Centred Management (RCM) approach to
budgeting across the institution. These two policy changes resulted in a significant fiscal deficit
within the School of Education, hence a new funding stream needed to be quickly established.
The School of Education had previously offered a popular Emphasis in Education
program for undergraduate students interested in pursuing a career in teaching. Throughout this
program, students studied electives of relevance to developing educators, drawn from different
disciplinary areas across the institution. Students were also required to complete mandatory
placements and workshops. In the final year of study, students could choose to complete a
capstone course in Education, however this was not mandatory. This Emphasis in Education
program was organized and managed by the School of Education; however, as the elective
courses the students studied were in other disciplinary areas, the revenue was received by these
other departments not the School of Education. Hence the decision was taken to remove the
Emphasis in Education program and to replace it with the new TES program.
The new TES program requires students to study Education electives in each of their
undergraduate years. Together these electives form the TES program which is notated on the
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students’ transcripts at graduation. The elective courses are comprised of both academic work
and placement hours. As these electives are Education courses, this generated a new funding
stream for the School of Education. An undergraduate Teacher Education Stream program is
something quite unique. It is not part of a concurrent Bachelor of Education program, neither
does it contribute to a major or minor in Education; it is an opportunity for intending educators to
start to examine issues of equity and social justice, to explore teacher identity, and to engage in
the building of community.
I took over as program coordinator when the overall TES program and the two first-year
elective courses had been approved by Senate. I have continued to coordinate the program
throughout the first full four-year cycle, developing the elective courses, recruiting students, and
employing faculty. At the beginning of last year, I was appointed as the Acting Dean of
Education, a position that I continue to hold now for a second year, and will maintain throughout
the coming academic year. This change in role has substantially changed my agency within the
university, this change is reflected within this Organizational Improvement Plan (OIP). The
success of the TES program is something in which I am particularly invested. Having
coordinated this program since we started recruiting our first cohort of students, seeing it grow
each year to today with over 800 students registered, I want to ensure not simply maintenance of
the funding stream but also the ongoing relevance to students, supporting their future success as
educators.
Chapter One will detail the organizational context within which the TES program is
situated. This helps to inform an understanding of the other needs, pressures, and demands both
within the School of Education and across the university. It will identify my leadership position
and agency, and contextualize these within leadership theory that informs my practice. Greater
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consideration will be given to the Problem of Practice itself, situating it within the literature
surrounding both the analysis of the problem and the theory underpinning teacher education for
social change. Greater consideration will be given to the vision for change and organizational
change readiness, before introducing some of the wider theory that will guide the development of
this OIP.
Organizational Context
As an institution, SCU is committed to ensuring equity, social justice, and environmental
sustainability as fundamental facets of its mission. University leaders take pride in being a
smaller university, able to build close relationships across the institution. The President has
regular open meetings for any staff and faculty who wish to attend; these are an opportunity for
discussion and conversation with no fixed agenda. This would suggest a family metaphor for the
organizational structure, as described by Bolman and Gallos (2011). This metaphor conjures an
image of interdependency; one that nurtures caring, cooperative, and productive relationships.
These relationships encourage flourishing, support talent, and cultivate creativity. However, in
the past five years the university has seen rapid growth, moving from 8,000 to 11,000 students, a
37.5% increase. This rapid increase is undoubtedly reflected in the current organizational
structure of the institution. Whereas traditionally, a certain number of ad hoc-isms could be
accommodated, allowing for individual idiosyncrasies, a larger institution forces a greater degree
of bureaucracy.
In considering Buller’s (2015) reflection upon organizational structure within higher
education, the current overall model within SCU is distributed (Harris, 2008, 2013; Spillane,
2005). Elements of hierarchical structure are also evidenced; the overall institution has a
bicameral system of governance, with the Board of Governors responsible for business and
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financial affairs and Senate for academic affairs. At an academic level, responsibility is devolved
from Senate, via the President, to the Provost, who is also the Vice President, Academic, and
from the Provost to the Deans, the Deans to Associate Deans and the Chairs, and the Chairs to
individual faculty members. The Provost is further supported by three Associate Vice-Presidents
(Figure 1). This suggests a clear hierarchy; however, individual faculty members have far more
autonomy than that described by Buller (2015) within a more traditional hierarchical institution.
Faculty members have autonomy over what and how they teach, what they research, the funding
for which they apply, the things that they choose to publish, where they choose to publish, and
the rights to their own intellectual property. Distributed leadership within this environment of
individual autonomy certainly does create challenges (Harris, 2013), but also offers the benefits
of autonomous individuals knowing they have a voice within the institution, within their own
work and academic careers, and within any change initiatives.
As the acting Dean of Education, Teaching and Learning, I lead the work within the
Figure 1
Institution Organizational Chart: Senior Management

Note. From institutional website
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School of Education and, supported by an Associate Dean, I am also responsible for overseeing
the work of the Centre for Teaching and Learning and for online learning across the university.
The School of Education houses five different programs: the first two are the B.Ed. programs,
the consecutive B.Ed. program and the concurrent Indigenous B.Ed. program, which recruit
approximately 150 Teacher Candidates annually between them; the M.Ed. program recruits 20
students annually, the Additional Qualifications program is very robust and offers courses to
over 4000 teachers annually. The program on which this PoP is focused is the undergraduate
TES program, which recruits approximately 200 students per year across two campuses and all
disciplinary areas.
In accepting the position of acting Dean of Education, I also elected to maintain my role
as the coordinator of the TES program and will address the work contained within this OIP from
this decanal perspective. The implications of this decision for my OIP are I will be drawing upon
much wider institutional knowledge than might be available to me solely in the coordinator role.
In addition, I have far greater agency to effect change; I control the budget for the School of
Education, and am responsible for the overall organisation, structure, and hiring across all
activities undertaken within the School. The insights gained and the responsibilities outlined
mean that I am also constrained by this multi-layer agency – I need to be mindful of what is
possible within all the competing demands, not simply what is desirable
Contexts Within Contexts
In considering the historical evolution of the development of systems of governance in
universities, it is possible to trace the social and cultural evolution of the places in which these
institutions are situated (Booth, 2001). Some of the most rapid change has been seen from the
latter part of the twentieth century up to today. At the end of the 1970s, Margaret Thatcher
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became the UK Prime Minister, and 1981 Ronald Reagan became President of the US. Thatcher
and Reagan, both keen on the ideas of Hayek and Freidman, quickly moved from a more
moderate Keynesian economic approach towards the neo-liberal ideology that is still flourishing
today (Monbiot, 2016) – and is reflected in the management and funding of Ontario universities.
The primacy of the marketplace has had a significant impact upon universities; today, Ontario
universities are witnessing a shift towards a metrics driven funding formula which privileges
corporate style measures and outcomes (Legislative Assembly of Ontario, 2019). This shift in the
dominant ideology has forced reconsideration of some of the discourse surrounding university
structures.
Hauptman (2007) identifies this performance-based funding as recognizing outputs rather
than solely inputs. Pollanen (2016) goes further in suggesting this metrics funding approach
solely serves politicians and their own agendas as they endeavour to foster public trust in the
bureaucracies they have created; their desire for legitimacy directly impacts the models used to
fund public higher education. However, these mechanisms have far-reaching consequences for
Ontario universities. The introduction of metrics associated with recruitment, retention,
graduation rates, graduate employment, graduate earnings, and research funding, automatically
privileges certain disciplinary areas whilst marginalizing others. Those areas in which
public/private partnerships are sought, frequently in the areas of technology and STEM, will be
far better placed to be successful in this metrics environment; however, those subjects that
contribute so much to society, to creativity and, as a consequence, to our humanity, will certainly
be marginalised – how can you quantify humanity? What about community-based research? And
Indigenous approaches to participatory research? Hence the move to such significant
performance-based funding might well result in a restructuring of institutions as they question
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the literal dollar value of courses, departments, and faculty – all to the detriment of the
institution, the community, and society.
Under the heading “Setting Incentives for Success” (p. 187) in the April 2019 budget, the
Ontario provincial government announced that the third round of Strategic Mandate Agreements
(SMA) would see the introduction of this outcomes-based funding, tying 60% of income to
performance. Within this context, the new TES program at SCU is something that the university
is committed to maintaining and expanding. The rationale for this institutional commitment
reflects the fact that the students who enter the program are well-qualified, they all have
experiential placements every year, and retention is good. These are all features that are highly
desirable in a metrics environment, despite Busch’s (2017) caution that “metrics never substitute
for judgement” (p. 46).
Liberal arts education encourages critical self-reflection, collaboration, and the building
of community; hence, the neoliberal drive towards metrics driven funding, predicated upon
skills-based learning, could have a detrimental impact upon SCU, a liberal arts university. Indeed
Giroux (2014) offered a far more pessimistic reflection upon the impact of neoliberalism on
higher education describing it as a “site of struggle” (para 6), a space that has been thoroughly
assimilated by Radice’s (2013) four processes: privatisation; deregulation; financialization; and
globalisation. The result of this neoliberal takeover might be perceived as eliminating the
foundational educational aims to ensure critical, insightful, and empathetic learners, able to
understand and respond sensitively to other individuals and to the greater needs of the
community (Giroux, 2014). The market driven approach being implemented by the current
provincial administration is clearly not aligned with liberal arts thinking which is undoubtedly an
anathema to neoliberalism.
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The binary between the academic and the administrative rationale for the introduction of
the TES is interesting within this context. The administrative rationale is focused upon the drive
to resolve a fiscal problem; the academic response is the plan, informed by the evidence of
previous programs. It is apposite to consider MacKinnon’s (2014) statement “we plan in order to
be rational about the future, to assert what control we can over it and to formulate strategy” (p.
28). The academic response is to plan; potentially that is to ensure we can assert control when
pushed by university administration, who are understandably focused upon the budget shortfall
as a result of provincial government policy.
Theoretical Frameworks
An analysis of this PoP is predicated upon multiple different frameworks. These will be
further elaborated and articulated throughout this OIP and the theory and literature underpinning
these will be discussed. I have chosen to frame the exploration through Burrell and Morgan’s
(1979) interpretive paradigm, which reflects the collaborative approach that I wish to take. The
OIP will be further focused through the lens of the cultural perspective which builds upon
collaboration with the notion of socially constructed reality (Manning, 2018). I will explore
leadership across the institution together with my own approach. At an institutional level
leadership is distributed, however my personal philosophy is far more egalitarian; I will thus
explore wayfinding, and ethical and authentic leadership. From the perspective of change I will
explore change management using Lewin’s 3-Step model mediated through Cooperrider’s (1986)
theory of Appreciative Inquiry (AI); the strength-oriented focus upon possibility and success of
AI again reflects the positive, collaborative approach I intend to pursue.
Leadership Position and Lens Statement
Before considering the change process itself, it is vital to contextualize the work of this
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OIP within accepted theoretical approaches to leadership and to explore my own leadership
agency and personal leadership philosophy.
Leadership Agency
When I started investigating this PoP, I was the Program Coordinator for the TES
program with agency to effect change at the micro, course level, and the meso, program level. In
my current role as acting Dean of Education, I now have a great deal of leadership agency to
effect change at the micro, meso, and macro, departmental and institutional levels. I plan the
multi-million dollar budgets for the School of Education and the two other units under my
decanal purview; I am responsible for both academic staffing and academic support staff; I am
responsible for the structure, design and delivery of all activities across the School of Education;
I chair and sit on university-wide committees that impact all aspects of the ongoing work and
future development within the institution; thus, it might be considered that having such agency to
effect change would be quite liberating, but in fact, having far greater awareness of multiple,
competing needs across the whole faculty and the institution, presents a host of other challenges.
Hence, within this study, I need to be mindful of not only that which is desirable, but also that
which is possible, within the context of the competing demands across the School of Education
and SCU institutionally.
Positionality
I recognise that it is a privilege to be in a leadership position. That leadership position is
certainly underpinned by hard work, education, and experience, nonetheless it is a privilege to be
given the opportunity to shape and develop something new within the context of the TES
program. But alongside this privilege also comes responsibility, responsibility for the success of
the program, responsibility for supporting and ensuring student success, and responsibility for
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the growth and development of the faculty and staff upon whom the program depends. My
leadership values are underpinned by specific contextual and cultural influences. As a straight,
white, British, woman, educator, I situate myself within a particular social and cultural identity.
Within this context, culture might be viewed from two different perspectives. First is the cultural
perspective of leadership and second is the distributed approach reflected across the institution.
I have had the opportunity to live and work in two different Anglo countries; it is
therefore interesting to see in House’s (2004) work that Anglo countries value leaders who are:
motivating; considerate of others; team oriented; and autonomous. As a leader, I value and hope
to emulate these principles and ideals. However, Duignan (2014) cautions “The many demands
and pressures on leaders can tempt them to veer towards inauthenticity. When their rhetoric is
not matched by their actions, observers can become cynical” (p. 158). For this cynical response
to rhetoric to be avoided, it is possible and desirable to view culture from the perspective of
organizational culture (Lumby, 2012). Lumby and Foskett (2011) suggest that there is a
horizontal inter-culture of educators, the faculty within the program; beyond this dominant
culture we need to consider vertically all of the minority cultures within the team. This creates
diversity which contributes to a rich, inclusive and equitable team ethos.
SCU reflects a distributed approach to leadership with Responsibility Centred
Management (RCM) underpinning leadership across the institution. The structure of the School
of Education mirrors this same distributed approach with devolved responsibility to program
directors and coordinators. There is potential for this distributed leadership approach to present
some challenges if responsibility is distributed without the commensurate authority; however,
my own leadership style is predicated upon open communication, collaboration, and inclusion,
and is complementary to the overall university organizational leadership style. Across the TES
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program the major foci are equity and social justice, teacher identity, and the building of
communities; I aim to reflect these discourses within my leadership approach. As we move
forward as a team with the development and implementation of a rigorous, justice-oriented,
experiential education program, relationships based on trust and mutual respect represent, reflect,
and reinforce my leadership position.
A Theoretical Approach to Leadership
At an institutional level, it can be seen that a distributed approach (Buller, 2015; Harris,
2008; Jones, 2014; Thorpe et al, 2011) underpins the work of senior administrators, with
responsibility devolved downwards from Senate and the Board of Governors, via the President,
Provost and Deans. My personal leadership approach is best reflected in the discussion of
wayfinding leadership, a Maori approach articulated by Spiller et al. (2015):
Wayfinding works by recognising and responding to what is happening as it unfolds. The
power of wayfinding is that it synthesises many intelligences – not just rational, abstract
knowledge … By being fully involved and perceptive, the wayfinder responds with direct
participation, not from a detached distance. The skills of the wayfinder call for deep
appreciation of and attendance to intuition and nuance. In doing so the wayfinder sees
things that others may not”. (p. 59)
I find myself drawn to this approach as it encapsulates the human within the institution,
reflecting an ethical approach to leadership.
The TES program is predicated upon the discourses of identity, equity, and social justice;
hence these values need to be clearly reflected in the construction and leadership of the program.
It is through collaboration that we can share our thoughts, our perspectives, and our questions. In
building these trusting relationships we can also feel safe to share our interests, our passions, our
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insecurities, and uncertainties. Inclusive, collaborative leadership ensures agency, giving action
to voice through self-initiated and guided development arising from both personal and shared
interest and need. Wayfinding leadership reflects this fluid, dynamic, shift in the crafting of
relationships. A wayfinder stands beside and weaves a team together in relationship recognising,
valuing, and encouraging talent, and thus, strengthening the whole without creating a hierarchy
(Spiller et al., 2015; Youngs, 2021).
Wayfinding is a Maori perspective. As I have been working to centre Indigenous
Knowledge and Indigenous Pedagogy within my curriculum work, I have been privileged to
work alongside and learn from Indigenous colleagues, Anishinaabe and Haudenosaunee Elders
and Knowledge Holders, and community members. These Indigenous approaches are far more
egalitarian than the more corporate styles of leadership and education when approaching things
from a western cultural perspective. Within wayfinding leadership, leaders work beside rather
than above others to weave a team to navigate complexity and nuance. These collaborative ways
of leading reflect the interpretive paradigm, and the positive, optimistic, and resilient features are
an example of authentic leadership.
Authentic leaders strive to establish meaningful relationships, model their values
consistently, and demonstrate passion, optimism, and purpose (May et al., 2003; George et al.,
2017). George et al. (2017) highlight the importance of your own life story, your developing
personal narrative, alongside your development as an authentic leader. Reflecting upon the
transformations throughout your life story builds the positive psychological states, optimal selfesteem, and confidence embodied by the authentic leader (May et al., 2003). This positive, moral
approach also reflects aspects of ethical leadership behaviours (Zheng et al, 2022).
Northouse (2019) references a number of different philosophical approaches that
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potentially underpin ethical leadership, from Aristotle’s virtue theories to the Kantian perspective
that we need to ensure we treat people as ends in themselves, not simply a means to an end. I
find the thinking of Levinas also apropos to this ethical discussion of leadership. Levinas was a
Lithuanian born French philosopher and ethicist whose work focused on the face of the Other;
we see ourselves when we look into the face of another and are unable to remove ourselves from
the responsibility that comes with this encounter; “The Other becomes my neighbour precisely
through the way the face summons me, calls for me, begs for me, and in so doing recalls my
responsibility" (Levinas, 1989, as cited in Davenport, 1998, p. 332); hence as leaders we see
ourselves in our followers and have a moral responsibility to that relationship. I think Aristotle,
Levinas and Kant present a compelling moral argument for ethical leadership, for the
development of relationships, and the responsibility to others with whom we work; I feel
wayfinding reflects this moral imperative.
Personal Role
Throughout my work and within my leadership of the TES program, I endeavour to lead
by example and to promote positive, cooperative relationships that are beneficial for all – faculty,
staff, and students. As coordinator of the TES program, I maintained an open-door policy for
faculty, staff, and students. Throughout the past years, when working remotely I endeavoured to
do the same; however, having assumed the role of acting Dean, I have found there are multiple
competing demands which have proved challenging in this regard.
As a leader I like to encourage individual autonomy within faculty and staff; individual
autonomy is one of the dimensions of distributed leadership highlighted by Jones (2014). Snehal
and Sachin (2013) would describe this as an aspect of strategic leadership, “to empower others to
create strategic changes” (p. 13). I endeavour to build my relationships in a similar, strategic

14
manner. This open approach is based upon my own experience working with other leaders for
whom I have great respect. Throughout my career I have been fortunate to work with some
inspirational, charismatic leaders; more significantly, beyond the inspiration and the charisma
there was a fundamental consideration for those with whom they worked, a recognition that
building supportive communities of practice was a vital component of successful leadership. As
transformational leaders they did what was right, reflected clear ethical standards and
exemplified moral conduct (Avolio & Bass, 1998). I hope to emulate these aspects of their work
throughout my own leadership.
Leadership Problem of Practice
In order to clearly articulate the leadership problem of practice, it is necessary first to
consider the stimuli that resulted in the rapid introduction of the TES program.
Problem of Practice
The formal education of pre-service teachers in Canada falls under the purview of the
provincial governments; within Ontario pre-service education is governed by the Ministry of
Education under the Ontario College of Teachers Act, 1996 and Regulation 347/02:
Accreditation of Teacher Education Programs. In 2013 the provincial government passed the
legislation necessary to bring the pre-service education of teachers in Ontario in line with that of
other provinces. Prior to this legislative change, Ontario had the shortest pre-service teacher
education programs with the lowest practicum requirements (Campbell et al, 2017), which had
the potential to adversely affect labour mobility as governed by internal trade agreements. The
regulatory amendment to Regulation 347/02 lengthened programs and increased the practicum
requirements, it was implemented in 2015; this same legislative amendment also reduced the
funding quota for pre-service teachers from 2.0 to 1.5, resulting in a 25% reduction in funding
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across the sector (OCUFA, 2013).
At an institutional level, this legislative change coincided with a move towards RCM
across SCU. RCM is a decentralized budget structure, each unit within an institution being
required to generate sufficient revenue to cover expenditure (Rutherford & Rabovsky, 2018).
This revenue generating requirement can also be perceived as a direct critique of RCM, the only
possible argument in favour being it potentially incentivizes faculties and departments to put
more energy into recruiting, in order to increase enrolment, thus revenue (Dubeck, 1997). SCU is
a primarily undergraduate university; the problem, that can be immediately identified with this
RCM model of funding within the School of Education, is that the number of full-time students
within the faculty is directly governed by Ministry quota, which allocates pre-service teacher
numbers. Thus, there was no immediate way to directly increase the number of students in the
faculty and address the budgetary shortfall. Identifying additional revenue to support expenditure
was a financial imperative. In launching a new TES program, with mandatory Education courses
throughout the undergraduate years, a new funding stream into the School of Education was
established.
The implementation of a new undergraduate Teacher Education Stream (TES) program at
a university in southern Ontario, as a response to budgetary changes at the provincial level, has
presented a number of challenges. The program was introduced as a response to budgetary
changes resulting from amendments to the Ontario College of Teachers Act, 1996 and
Regulation 347/02: Accreditation of Teacher Education Programs. The organizational response
represents the problem solely as a fiscal issue that needs to be addressed; however, it fails to
broaden the perspective to consider the strategic implementation of the program, the academic
content, and the student experience. The precarious nature of the workforce, together with the
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impact of the introduction of the TES program on recruitment within other disciplinary areas,
raise concerns for leadership within the program. Ongoing neoliberal pressures to overcome a
fiscal deficit have resulted in rapid expansion within the program. As a problem of practice, there
is a lack of a strategic plan to support the implementation and growth of a progressive, justiceoriented, experiential education program.
Framing the Problem of Practice
In conceptualizing this problem along the consensus/dissensus axis within the
paradigmatic dimensions proposed by Burrell and Morgan (1979), Alvesson and Deetz (1999)
suggest the interpretive paradigm emphasizes trust, which reflects the collaborative approach that
I wish to take within this OIP. It also emphasizes hegemonic order as the natural state, reflecting
the existing structures across the institution and within the department. Finally, the interpretive
paradigm acknowledges integration and harmony are possible and also recognises the autonomy
of a free agent; both of these features reflect the importance I place upon voice and agency as a
leader. Thus, the interpretive paradigm offers a coherent framework (Killion and Fisher, 2018)
within which to undertake this exploration.
Beyond the coherent framework presented by the interpretive paradigm, this exploration
can be further framed, shaped, and explored from the cultural perspective (Manning, 2018).
Schein (2017) states “the culture of a group can be defined as the accumulated shared learning of
that group as it solves its problems of external adaptation and internal integration” (p. 6).
Schein’s focus upon culture as a response to external and internal realities closely mirrors the
implementation of the TES program, which was developed as a response to external realities and
now seeks to thrive, whilst simultaneously responding to the internal realities of the institution.
Across the university there is an existing organizational culture. As the TES program continues
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to develop, a corresponding sub-culture develops at the program level (Manning, 2018). This
program sub-culture is influenced by internal programmatic factors, those that exist at an
institutional level, and those that are external to the institution coming from other stakeholders;
hence the need for “external adaptation and internal integration” (Schein, 2017, p. 6); thus,
further supporting the framing of this OIP from a cultural perspective.
Situating the Problem of Practice
This OIP sets out to address immediate issues that have resulted from the rapid
implementation and expansion of the TES program. The area identified as of immediate concern
is the lack of a strategic plan when the program was implemented; decisions were hastily taken
with minimal consultation with faculty. In establishing the TES, the intent was to ensure a
rigorous, justice-oriented program. As the program has now completed the first full iteration,
there is need to revisit, review, and revise the program content to ensure these equity-driven aims
are truly reflected. A further area of concern is the extensive use of sessional faculty, who will
also be involved in this strategic planning process. Employment insecurity for sessional faculty is
described accurately, and rather poignantly, by Kimber (2003) as “the tenured core and the
tenuous periphery” (p. 49). Casualization of the academic workforce is an increasing issue across
the TES program.
A PEST analysis is a useful tool to identify and reflect upon external influences
impacting this PoP. I have chosen PEST rather than PESTEL(LE) as environmental and legal
issues are not pertinent to this inquiry. Instead, I will focus on simply the political (P), the
economic (E), and the social (S). A PEST analysis was first proposed by Aguilar in his 1967 text,
initially he identified the tool as ETPS – Economic, Technical, Political, Social. Over time it has
evolved within business theory, with PEST becoming the most commonly occurring acronym.
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Although originally suggested within a business environment, there is definite relevance within a
university. There is clear coherence between the four dimensions originally identified within the
PEST analysis and the higher education context, thus assuring its relevance and utility in this
environment (Cox, 2021). Of significance within any PEST analysis is the focus upon macro
external influences that impact internal aspects. This is further justification for selecting a PEST
analysis as it reflects Schein’s (2017) external adaptation and internal integration when
considering the cultural dimension.
From the political perspective, the introduction of the TES program was driven solely by
a change in provincial government policy, with the amendment to Regulation 347/02. Its
introduction directly impacted the macro economic situation at an institutional level. When the
amendment was enacted in 2015, there was an immediate cut in funding from the Ministry to the
university. This directly affected employment, resulting in the recruitment of more sessional
faculty as we responded to the economic impact. From a social perspective it is important to both
recognize the stakeholders in this program and also acknowledge that “social” includes
demographics and culture/interculture. When considering social therefore, the experience of the
students as consumers of the learning is important. The need to reflect and safeguard that which
the program states it offers and values is vital. Hence, this analysis demonstrates how the
political change impacted the institution at a macro level. This macro change affected the
economic position for individual departments and employment, thus influencing the meso level.
These economic changes further influenced the design and delivery of the program at a micro
level.
Having discussed the problem itself, it is important to further contextualise it within the
literature related to the education of teachers and educators more broadly. Although the TES
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program is not a specific pre-service program, the vast majority of the students registered will go
on to pursue a B.Ed. degree, post-graduation. As such the literature underpinning the discourse
surrounding teacher education is relevant to this exploration.
Teacher Education or Teacher Training
The distinction between teacher education and teacher training has been a source of
frequent discussion and debate (Brown, 2019; O’Neill, 1986; Smyth & Hamel, 2016; Tatto et al.,
2017). As the education of teachers within Ontario moved from a system of apprenticeships to
Normal Schools to university faculties, a commensurate shift in discourse occurred, which is
reflected in the legislative requirements of Regulation 347/02 (Kitchen & Petrarca, 2014).
However, it may be necessary to guard against further legislative amendments when considering
the “hard right turn” (Albo, 2019) taken by the current provincial legislature; “neoliberalism has
regained its pre-eminence in economic policy … despite its ideological discredit and the endless
multiplications of its contradictions” (Albo, 2019, para. 1). This shift towards a more hardline
neoliberalist agenda throughout the province, is reflected in the move towards performancebased funding in higher education. By the mid 2020s, 60% of university funding will be
governed by individual performance on 10 different metrics (Spooner, 2019; Lawrence & RezaiRashti, 2022). As Spooner (2019) articulates “Countries where performance-based funding, or
audit culture, have been implemented on a national scale offer revelatory insights, or a distant
early warning, to their (dys)functioning” (p. 3). One jurisdiction which has pursued this
agenda vigorously is England, where policy related to the education of teachers reflects a
retrograde move back towards competency-based training.
Teacher Education for Social Change
As a province, Ontario has a legislated imperative, through Regulation 347/02, to ensure
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teachers are educated broadly with consideration being given to research underpinning teaching
and learning, to pedagogical theory, and to the implementation of practice within the classroom
(DeLuca & Pitbaldo, 2017). In identifying “encounter” as a fundamental facet of education,
Connell (2013) goes further to suggest “Encounter implies respect and reciprocity, a degree of
mutual engagement by learner and teacher. And despite the distinction between learners and
teachers, that mutual engagement requires a strong kind of equality, an equal citizenship in the
educational situation” (p. 104). Discourses of social justice play a foundational role in any
consideration of teacher education beyond a competency-based model. The TES program is
predicated upon an approach grounded in critical pedagogy that "values student voice, considers
the politics of difference" (Trifonais, as cited in Blackmore, 2013, p. 143) and brings diverse
perspectives to the learning, and identifies and critically discusses issues of equity and social
justice (Tobin, 2012).
Critical pedagogy prompts discursive reflection upon the creation of “possibilities for
social transformation” (Giroux, 2004, p. 34). Giroux has moved from the notion of radical
pedagogy towards an understanding of critical pedagogy which “proposes that education is a
form of political intervention in the world that is capable of creating the possibilities of social
transformation” (2004, p. 34). His statement that teaching and learning “is not about processing
received knowledge but actually transforming it as part of a more expansive struggle for
individual rights and social justice” (2004, p. 34) supports Connell’s (2013) assertions about
education, equality, and equal citizenship.
Neoliberalism and Justice-Oriented Education: An Enigmatic Juxtaposition
The move towards Responsibility Centred Management (RCM), with the intention of
“allow[ing] the University to position itself in a way that addresses our budget challenges and
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fosters a sustainable budget” (SCU, n.d.), coinciding with the amendments to Regulation 347/02,
created a significant fiscal dilemma for the School of Education. In introducing the
undergraduate TES program, the intent is to help mitigate the budget shortfall; the rationale was
primarily determined by financial necessity within a market-driven context. Brown (2019) and
Tatto et al (2017) have clearly identified many of the significant social and educational issues of
rearticulating the education of teachers as a competency model within a neoliberal environment.
However, Connell (2013), Giroux (1983, 2004) and McInerney (2012) all offer a more optimistic
perspective, challenging the neoliberal paradigm. In doing so they detail the necessity of
ensuring justice-oriented education in order to overcome the normativity of social exclusion
within neoliberal discourse. This is further supported by the three themes informing all of the
programs within SCU’s School of Education: education as a relational process for democratic,
social, and ecological justice; caring as the primary driver of high-quality pedagogy; experiential
education methodology and community partnership (Bell et al, 2022). Thus, despite the financial
imperative, a rigorous program, firmly rooted in social justice education should be achievable.
The neoliberal discourses of performance and standards, of human capital, and of the
marketing of education, undermine and potentially subjugate the discourse of equity and social
justice within education. The potential for this program to liberate the discourse is immense; a
thorough and effective reflection-revision cycle informing a strategic plan that is clearly focused
upon a rigorous, justice-oriented, experiential program will ensure that this is achieved.
Guiding Questions From the PoP
In aiming to collaboratively craft and implement an effective strategic plan to ensure the
TES program is fully meeting its stated equity driven objectives, a number of questions arise that
will need to be given due consideration throughout the change process. Three will be discussed.
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What Challenges Emerge From the Main Problem?
One significant challenge when crafting and implementing the strategic plan, that has
potential to impact this change process, is related to internal institutional policies governing the
approval and modification of courses and programs. The elective courses included within the
TES program have all passed through the departmental curriculum committee, the university
Undergraduate Studies Committee, the Senate Executive Committee, and the Faculty Board,
before gaining final approval by the University Senate. As such, it is important to be mindful that
any substantive changes to the calendar description or the intended learning outcomes of any
course will need to pass through the same process, this time as modifications to the courses. It
might be possible to revisit the intended learning outcomes and recognise that change to the
content more accurately reflects these goals; however, it is important not to be constrained by
this. A thorough and honest reflection-revision cycle is needed to ensure we truly meet the stated
intentions of the program, trying to retro-fit content to existing outcomes may well result in
superficial change, which is both unsustainable, and more significantly, does not achieve the
intended justice-oriented goals.
What Potential Factors or Phenomena Contribute to and/or Influence the Main Problem?
The position of sessional faculty within the change process is one of the most significant
factors influencing this problem. The intention is to ensure an inclusive and collaborative
approach to change. There are, however, substantial challenges that compel careful consideration
to ensure sessional faculty are not disadvantaged whilst also not seeking to exploit their goodwill. Seeking to make change to ensure equity and social justice are centred within the program
cannot be founded upon inequitable practices in the process.
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What Potential Lines of Inquiry Stem From the Main Problem?
The Collective Agreement (SCU, 2019) for sessional faculty now includes some new
contract types, that allow for multi-year part-time contracts and even on-going part-time
contracts, thus creating a little more stability for sessional faculty. Although a positive move,
these contracts do not really address the inequity found in the service contributions made by
sessional faculty, however, in achieving these, it has started to shift the narrative towards one of
employment justice. Hence, one line of inquiry stemming from the main problem, is to further
explore these contracts with the aim of achieving greater faculty stability across the program.
A further line of inquiry relates to the first cohort of students who have just graduated
from the TES program. Many of these students are now Teacher Candidates within our B.Ed.
program. Although they are no longer direct stakeholders in the program, they have knowledge,
experience, and understanding of the whole program from the student perspective. Thus, they are
able to provide key insights into the perceived benefits of the program to them as learners, to
them as intending teachers, and to their developing careers as educators.
Although not directly articulated within the PoP, these questions and issues will inform
and guide the change process.
Leadership-Focused Vision for Change
The TES program was introduced rapidly in order to address the fiscal deficit caused by
the amendment to regulation 347/02, which coincided with the institution’s move to RCM. The
move towards RCM was taken to “allow the University to position itself in a way that addresses
our budget challenges and fosters a sustainable budget” (SCU, n.d.). However, this created a
fiscal double whammy for the School of Education, a rapid response was necessary; the TES
program was quickly designed and approved by Senate. It is now apparent that, although
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successful in generating a new revenue stream, there needs to be a much more direct focus upon
issues that have revealed themselves through the first four-year cycle of implementation.
Morgan’s (2006) statement “Think ‘structure’ and you’ll see structure” (p. 339) reflects
his belief that we tend to perceive things in a particular way based upon the context and the
frames of reference through which we view things. In giving consideration to this PoP, a
metaphorical structure is revealed within the context of both the interpretive paradigm and the
cultural perspective. When considering this wider metaphorical approach, the TES program can
be viewed as the Cinderella story, the subjugated stepchild, necessary in order to serve the
institution and generate revenue, but not resourced in a way that best serves faculty and student
need or ensures its flourishing. Currently the program can be viewed from the perspective of
survival not thrival.
The theoretical context revealed through the analytical lens of the interpretive paradigm,
framed from the cultural perspective, suggests this metaphor as a representation of power rooted
in history and tradition, coupled with the individual consciousness and subjectivity of
Cinderella’s own story; the action based in enactment as she defines her role, reflecting the
action of participants in the TES. However, her world is inhabited by other characters with
whom she forms relationships, here reflecting the faculty, staff, and students in the TES
program; their individual consciousnesses and their intersubjectively shared meanings are
socially constructed within and throughout the collaborative practices of the program. And
finally, there is a need to consider leadership, from a cultural perspective reflected as heroes and
heroines, which reveals the final character in this Cinderella metaphor, that of a reframed critical
fairy godparent.
There is, however, a fundamental difference between the fairy godmother of the
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traditional tale and the reframed critical fairy godparent identified within this metaphor. The
program does not need a pumpkin or carriage, a glass slipper, and a handsome prince; it needs an
empowered advocate. In identifying the area that will form the focus for this change initiative,
creating and implementing a strategic plan to ensure the program content reflects the
commitment to equity and social justice education, whilst being mindful of the precarious nature
of employment for faculty, the need for this advocate or change agent is clear.
The university is absolutely committed to the TES program. Incoming undergraduate
students are required to have a higher grade average than for the vast majority of other
undergraduate programs. This, coupled with the fact that the program is very popular and recruits
over 200 students per year, ensures a supply of well qualified undergraduates who will be taking
majors in disciplinary areas across the university, but who are drawn to SCU because of the TES
program. Hence the reframed critical fairy godparent character, in this context, is the change
agent - someone with understanding, someone who promotes agency, someone with appropriate
leadership, commitment, and encouragement, coupled with clear advocacy to ensure investment
in the program, in the people, and in the outcomes, so that there can eventually be a happily ever
onwards.
Driving Change to a Future State
The overarching change driver underpinning this change initiative is an accepted change
vision as detailed by Whelan-Berry and Somerville (2010). They identify that acceptance of a
clear and compelling change vision is a key driver of change for individuals and supports
widespread change implementation, but this on its own is not sufficient. They state that
employees and, if relevant, other stakeholders must ‘buy-in’ to the vision and agree that the
vision is positive for the organization or in this case, the program. This need for a buy-in will
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inform the change process being undertaken in the strategic planning for the TES program. There
needs to be an on-going cycle of collaboration and communication among all stakeholders.
This notion of ‘buy-in’ as described by Whelan-Berry and Somerville (2010) is further
supported by Kezar (2018). She highlights that the implicit nature of culture means it is
frequently overlooked by change agents. She goes further when considering the foci of change,
which she identifies as: structure; process; and attitude. She proposes that, from the perspective
of cultural theories of change, both structure and process are relatively easy to change, the
challenge comes in shifting attitudes and values. Recognizing that shifting attitudes and values is
one of the most challenging aspects of cultural theories of change, is helpful when considering
the kinds of change that are reflected within my PoP.
Faculty involved in the TES program are key stakeholders as are the students. WhelenBerry and Somerville (2010) identify the challenge facing change leaders is whether the change
vision is actually accepted. All members of faculty teaching in the program are fully committed
to ensuring equity and social justice in all aspects of education, from the structure of the learning
environment, through the content of taught courses, to the outcomes for learners. As key
stakeholders, it is vital to ensure the students have a voice in this process. In coming to the end of
the first four years of implementation, with the program now rolled out across all undergraduate
years, I undertook a study at the end of the 2020/21 academic year with the students to help
inform the ongoing development of the TES program.
After gaining ethics approval, I worked with a research assistant to gather student
feedback with regard to student experience across the four years of the program, with the focus
specifically upon assessment. The process undertaken to gather the data has already been shared
at UWTL 2021 at the University of Waterloo. So far however, I have only undertaken a cursory
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look at the data itself and now wish to look at it as part of authentic assessment within an equity
focused program. As stated in the UWTL 2021 submission “Assessment for learning is a
relatively new evidence-based construct in tertiary education. [SCU] faculty and students have
been expanding and refining assessment practices, including self, peer, and group assessment
strategies that focus on assessment as an integral process in learning” (Mooney et al., 2021). This
move towards authentic assessment reflects the commitment to equity and social justice across
the program. Further exploration and analysis of this data will generate invaluable insight as we
assess change within this OIP.
In the context of this OIP, Figure 2 reflects the desired state for the program, that which it
is hoped to achieve through the creation and implementation of a strategic plan within this
change process. The vision for the TES as represented in Figure 2 is quite compelling to all
stakeholders – thus, an accepted change vision is an appropriate change driver in this instance.
Figure 2
Accepted Change Vision for the TES
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Organizational Change Readiness
As Lewis (2019) identified, one of the factors predicting success in any change initiative
is a readiness or a willingness for change. Within the TES program, I am fortunate to work with
some exceptional faculty. As a team we meet together regularly in order to discuss issues related
to the program. As the program was initially being implemented, these meetings tended to be
focused on very practical issues; however, now the program is fully embedded in each
undergraduate year, I want to start to shift the narrative to change. Throughout the past four years
of implementation, everybody involved with the TES has been open to adaptation and necessary
immediate change, and also to exploring new learning as educators to ensure the best outcomes
for our students. This openness to engage, this willingness to adapt, and this complete
commitment to the program and the students, indicate a clear willingness within the team. The
positive, professional, and productive relationships developed within the team further reflect and
articulate the readiness for change.
As Rafferty et al (2013) caution, it is important not to lose sight of the affective element
when considering change readiness. It would be all too easy to consider the positive aspects of
the team relationships, the individual commitment to students and professional learning and to
lose sight of the affective components. In further considering the cognitive components of
change readiness, Rafferty et al (2013) go further and identify the importance of a belief that
change is both necessary and also possible within the institutional context. These are two factors
that will need to underpin the approach that is taken within this OIP. The focus upon the
affective, also reflects the valuing of human experience within both wayfinding leadership
(Spiller et al., 2015) and AI (Coopperrider, 1986), ensuring further coherence in approach.
I have chosen to frame this study through the lens of the interpretive paradigm, further
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focused from a cultural perspective. Thus, change readiness needs to reflect this and not the
conflict, suspicion, dominance; privilege, universality and generalizability, which are features of
critical, post-modern, and functionalist paradigms (Alvesson & Deetz, 1999). These are not
situated meaningfully within a study of this new undergraduate program. The study of the TES
program is based upon trusting relationships whilst recognising individual autonomy. It is a
particular study contextualized within a particular program, hence the knowledge gained is
situated and practical within this context. It might certainly be possible to explore this PoP from
the perspective of a different paradigm which might support a more corporate consideration of
change readiness, but my role within the TES program defines me as a participant in action,
which further supports the decision to approach this change from the position of the interpretive
paradigm.
Further indicating that change readiness needs to be contextualized other than from a
corporate perspective is the focus upon culture as a response to external and internal realities
(Schein, 2017). Within the context of the TES program being considered within this PoP, I am
aware that it is both part of an existing organizational culture but also has its own unique
program sub-culture (Manning, 2018).
Using the cultural perspective within the interpretive paradigm to frame this PoP exposes
the most significant aspect, the notion of socially constructed reality; this clearly mirrors the idea
of intersubjectively shared meanings within the paradigm. Within my work, I lead and am a
member of a program team, as such the interaction and collaboration lead to this socially
constructed reality and these intersubjectively shared meanings. The action based in enactment
builds on the situated practical knowledge, which reflects both the rationale for the program and
our work within it. Power located in history and tradition is reflective of the notion of hegemonic
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order as a natural state. This program is situated within an existing, established university, hence
within an existing hegemony rooted in the history and traditions of the institution. All of these
facets help to shape the approach to change readiness that I wish to take; an approach that
combines Lewin’s three-step model of change informed from the perspective of AI.
Shaping Change Readiness
In considering change readiness it is necessary to ensure the chosen approach mirrors a
commitment to collaboration, agency, and voice. I therefore intend to pursue David
Cooperrider’s (1986) theory of Appreciative Inquiry (AI) which reflects and enlarges this
positive approach to change. AI leads with questions rather than proposing answers, it envisions
what might be rather than simply suggesting solutions, it leverages what is and what has been,
thus focusing on the good rather than ruminating on what is not working. To focus the
exploration and to achieve positive change, he proposed the Five-D cycle as illustrated in Figure
3.
In pursing AI as a tool for change readiness, it can be further situated within Lewin’s
three-step model. Certainly, Lewin’s model is linear (Cawsey et al., 2016) and may be
considered fairly simplistic, but it is enduring. He first proposed this model in 1951; its
simplicity may well be that which underpins its enduring appeal. It is undoubtedly easy to
critique the simple, linear approach, however, it does not sit in isolation. Lewin also proposed
field theory, group dynamics and action research which, together with the three-step model, he
saw as a unified whole (Burnes, 2004). The three-step model together with the three foundational
elements were each instrumental in ensuring planned change.
Briefly considering each of these elements, field theory closely mirrors consideration of
culture as defined by Schein’s (2017) external adaptation and internal integration. Lewin used
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Figure 3
The Five-D Cycle of Appreciative Inquiry

Note. From “Taking a Strengths-Based Focus Improves School Climate” by M. TschannenMoran and B. Tschannen-Moran, 2011, Journal of School Leadership, 21(3), p. 425.
(https://doi.org/10.1177/105268461102100305).
the expression ‘quasi-stationary equilibrium’ as “a field was in a continuous state of adaptation”
(Burnes, 2004, p. 981). Hence, both focus upon the dynamic nature of a group or field. In
defining his idea of group dynamics, Lewin emphasized the significance of group behaviour over
individual behaviour because an individual’s behaviour is often inhibited by pressure from the
group (Burnes, 2004). This can be considered alongside the notion of intersubjectively shared
meanings within the interpretive paradigm. Both reflect the interaction and change as a result of
the relationships within the group. From the perspective of action research, it is based upon the
premise that “change can only successfully be achieved by helping individuals to reflect on and
gain new insights into the totality of their situation” (Burnes, 2004, p. 984). If viewed from a
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positive perspective, this can be situated firmly within AI: defining the situation; discovering,
recognising, and valuing that which is already being done; dreaming and envisioning what might
be; designing and co-constructing how that might be achieved; and pursing the destiny through
experimenting, learning, and innovating (Cooperrider et al., 2008). Hence, Lewin’s simplistic
linear three-step model of unfreeze ® change ® refreeze, is far more multifaceted, giving
consideration to a much wider range of activities, relationships and situations underpinning the
change process.
In combining Lewin’s three-step model with AI, it is clear that the starting premise is
unfreeze, underpinned by the first D, Define: to define the focus, to clarify thinking, to frame our
questions. This questioning approach is markedly different from that proposed by Holt (2002)
and Judge and Douglas (2009) as articulated by Cawsey et al. (2016). They propose approaches
to change readiness that are far more problem driven. I do, however, concur with Cawsey et al.’s
(2016) thinking in acknowledging that change readiness must be developed intentionally and
clearly supported within the context and structures. Although I am less inclined to agree when
they suggest this intentional development of change readiness must then be promoted as a
foundation for competitive advantage. I do not have a clear vision of how competitive advantage
might be conceived within the context of this existing undergraduate program. Even if we
consider the neoliberal measures of recruitment and completion rates, the readiness for change
cannot be found in these metrics which reflect a successful program.
Instead of a deficit-based approach to change readiness, AI prompts affirmational
reflection upon the program. This can be undertaken at the unfreeze step of Lewin’s model. It is
a co-evolutionary, co-constructed, and co-operative approach to considering change readiness.
There is a marked difference in this approach when compared to the deficit-based, blame and
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division, and negative mindset of a problem-based approach. These two different approaches can
be seen in Figure 4.
In considering change readiness within this context, it can be seen that, when
approaching the situation from a problem-solving perspective, the starting premise is a deficit;
what is wrong? How can we fix it? In shifting the narrative to AI, the discourse now becomes
one of valuing, of positivity, and of appreciation. Instead of starting with a problem, we can now
approach the task as a possibility; instead of identifying a deficit, we can now seek potential;
instead of blame, we can identify collective strengths and assets. Each of these gives
consideration to change readiness from the position of collaboration, agency, and justice.
Figure 4
From Problem Solving to Appreciative Inquiry

Problem Solving

Appreciative Inquiry

Felt need
Identification of problem

Appreciating and
valuing the best of what is

Analysis of causes

Envisioning what might be

Analysis and possible solutions
Dialoging what should be
Action planning (treatment)

Basic Assumption: An organization
is a problem to be solved

Basic Assumption: An organization is
a mystery to be embraced

Note. From “Appreciative Inquiry” by D. Cooperrider and D. Whitney, 2005, p. 13.
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Chapter One Conclusion
Discourses of social justice play a foundational role in the pedagogical approaches and
the content of the courses within the TES program. Critical pedagogy is fundamental to the
program; pedagogy which “proposes that education is a form of political intervention in the
world that is capable of creating the possibilities of social transformation” (Giroux, 2004, p. 34).
In considering privilege, inequity, and injustice within society, the necessity of the focus of the
TES program is revealed: “the nature and causes of injustice have cultural, social and political
dimensions that demand new responses from governments, policymakers and education
institutions” (McInerney, 2012, p. 32). Although the TES was introduced due to a fiscal deficit
resulting from external and internal neoliberal pressures, McInerney (2012) articulates a clear
mandate for justice-oriented education in response.
Chapter One has identified the organizational context and situated the PoP; this was
further framed within the literature underpinning teacher education. Leadership was considered
within the context of the PoP and the organization, and the extent of my agency was outlined.
The readiness for change was discussed and both AI and Lewin’s three-step model were
introduced. Chapter Two will further elaborate the leadership approaches to change introduced
briefly in Chapter One. The framework for leading change will be explored and further
developed. A critical organizational analysis will be considered and possible solutions to the PoP
will be explored.
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Chapter Two: Planning and Development
Chapter One identified the need for a comprehensive strategic plan to ensure the
implementation of a critical, progressive, experiential education program. Chapter Two will
further elaborate some of the theory outlined in Chapter One in order to demonstrate how it can
underpin the possible solutions explored within this chapter. Although a specific focus of the
TES program itself, leadership ethics, equity, and social justice will be considered within the
context of change. It is important to allow specific consideration of these aspects, to ensure they
are not simply assumed to have been given due regard because they form a focus within the
educational content of the TES program itself.
Leadership Approaches to Change
Having considered my leadership philosophy, positionality, and agency throughout
Chapter One, it is now important to use these to explore how this might be effective in planning
for, developing, and leading change. In this section I will explore leadership approaches and how
these can be used to propel change in my role at SCU.
Leadership Approaches
In Chapter One I outlined my approach to leadership as being informed by Spiller et al.’s
(2015) definition of wayfinding leadership; I contextualised this more broadly within ethical
approaches to leadership. I want to further unpack these leadership approaches in order to
demonstrate how they align with the literature, reflect the organizational context, and propel
change.
Within the literature, Kezar (2018) articulates cultural theories of change as frequently
non-linear, unplanned, unpredictable, and dynamic; thus, she proposes it is challenging to
facilitate and difficult to manage. This challenge is reflected in Lumby and Foskett’s (2011)
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work when they stress that education, as a field of study, has no discrete range of cultural theory,
suggesting that, instead, education draws from the cultural theory of other disciplines. Kezar
(2018) does state that culture has recently been included in theories of change, suggesting
ongoing development in this area. However, it is important to acknowledge that culture
underpins all aspects of an organization whether we choose to study it or not.
When considering leadership within cultural theories of change, it is important that we
recognize Schein’s (2017) adaptation and integration as culture evolves as an implicit feature of
organizations; cultural change occurs naturally, which has distinct implications when considering
it from a leadership perspective. Kezar (2018) highlights that the implicit nature of culture means
it is frequently overlooked by change agents (p. 57). She goes further when considering the foci
of change, which she identifies as: structure; process; and attitude. As introduced in Chapter
One, she proposes that, from the perspective of cultural theories of change, both structure and
process are relatively easy to change, the leadership challenge comes in shifting attitudes and
values.
In discussing culture within leadership approaches to organizational change, it is
necessary to clearly define the discourse of culture within this context. When Schein first defined
culture in this way in 1985, he identified three levels of culture: artifacts, the phenomena you can
see, hear, and feel; espoused beliefs and values, including goals, ideologies, and rationalizations;
and basic underlying assumptions, the unconscious beliefs and values that determine perception
and behaviour. It is important to remain cognisant of this foundational definition of culture
because, as Schein identifies in his discussion with Barry (2014), there has been a shift in how
culture might be defined at a corporate level, as something far more malleable, that can be
created and changed at whim. Schein’s (2014) analogy preserves his original anthropological
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definition of culture: “You could say it is for the character of an organization what personality is
for the individual” (Barry, 2014, p. 322). Hence, the necessity of ensuring any discourse of
cultural change is mindful of this fundamental premise.
As a mathematician I find it interesting to reflect upon leadership within cultural theories
of change alongside the science of improvement. A similarity exists between the science of
improvement and the teaching of mathematics; the idea of Profound Knowledge (Langley et al.,
2009) reflects the pedagogical notion of a Profound Understanding of Fundamental Mathematics
which was first proposed by Ma (1999). Overlaying this scientific method over a cultural
approach might at first seem counter-intuitive, yet there is a certain coherence in doing so.
Appreciating the system, as described by Langley et al. (2009), forces a consideration of the
impact of the introduction of the TES program across other disciplinary areas. The introduction
of the program has helped to alleviate the fiscal deficit in the School of Education, however, in
doing so, it has created similar financial challenges for others (Gaubatz & Ensminger, 2017).
Langley et al.’s (2009) concept of variation offers further challenge. Within the TES program,
the process itself being considered is not transparent. Is it the process associated with recruitment
and retention of part-time faculty? Is it the process of service teaching as opposed to crossdisciplinary teaching? Thus, identifying variation is complex. However, identifying variation is
also constructive; it requires greater reflection upon all aspects of the problem and greater
articulation of possible actions.
The expectation of building knowledge, as articulated by Langley et al. (2009), is
fundamental to any change process. Whether that knowledge is the shared learning within a
specific sub-culture of an organization or overall institutional knowledge, it forms the basis for
an iterative deductive/inductive approach that constantly builds knowledge, which is essential to
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any OIP designed to address the issues identified with my PoP. The final aspect proposed by
Langley et al. (2009) is knowledge of the human side of change. This is the aspect that is most
closely linked to culture and specifically to Lumby and Foskett’s (2011) notion of a horizontal,
cross-institution, dominant inter-culture together with the vertical, minority sub-cultures that
exist within the TES program.
In order to be successful, leadership approaches to change must reflect cultural
coherence. Whether culture is the lens through which we view change, the framework to help
structure the change, or the active agent of change, it is fundamental to any scientific exploration
of leading change within this OIP.
Propelling Change
First suggested in the late 1980s and quickly adopted by the US military, the idea of
leading in a world of volatility, uncertainty, complexity, and ambiguity, also referred to as
VUCA, has shifted from solely the geopolitical into leadership theory more broadly (Baran &
Woznyj, 2021). Spiller et al. (2015) suggests wayfinding is a powerful approach to leadership in
such a world.
Wayfinding comprises five waypoints:
1. Orientation on how to lead
2. Implementing values
3. Human dynamics
4. Deepening practices
5. Exploring and discovering destinations (Spiller et al., 2015, p. 38)
These five waypoints guide a leader as they build sustaining relationships, navigate complexity
within highly nuanced situations, and lead change by giving action to voice. Netolicky and
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Golledge (2022) challenge the metaphor of leader as “central monomythic hero or the
protagonist at the centre of the … drama” (p. 39). Instead, they shift towards a narrative of
wayfinding as “not a person, but a doing, an action, an ongoing behaviour, a way of being in the
world” (p. 39). This way of being is further articulated by Ladkin (2021) in her depiction of
aesthetic perception as “the raw, unfiltered sense our bodies are constantly picking up, before we
either consciously or unconsciously decide what is important to attend to” (p. 51). This
distinction between an individual and being and doing is central to my leadership, is articulated
within wayfinding, and reflects an ethical approach to leadership.
The Association of School and College Leaders (ASCL) established an Ethical
Leadership Commission (ELC) in 2017. The aim of the ELC was to create a Framework for
Ethical Education Leadership. The ASCL felt leadership discourse in the field of education
needed to be predicated upon the language of ethics. Thus, producing a framework was an
intentional decision to support this desired shift. The resulting Framework is based on seven
Principles for Public Life: selflessness, integrity, objectivity, accountability, openness, honesty,
and leadership (Roberts, 2019, p. 102).
Leadership is then further elaborated through seven characteristics or virtues: trust,
wisdom, kindness, justice, service, courage, optimism (Roberts, 2019, p. 103). Many of these
characteristics of ethical leadership might seem personal, subjective, and difficult within the
leadership of change. But as Marques (2017) opines:
As long as human beings have divergent mental models which they develop through the
multiplicity of impressions they acquire throughout their lives, they will continue to
differ in perspectives. Rather than developing one single moral approach that we are all
supposed to honor, we should consider, within reasonable, compassionate boundaries, the
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healthy dialogues and the perceptional expansion that results from diversity. (p. 204)
In relating this theoretical discourse to my PoP, it is clear that the approach to be taken in
the development of a strategic plan for the TES program must be guided by collaboration, trust,
and respect. As an institution SCU seeks to ensure voice across the community; this is evident
from the very top of the organizational hierarchy, with the open meetings held by the President.
The Provost is equally engaged in cross-intuitional collaboration; this is reflected in his inclusive
and engaged approach to the current development of a new academic plan. Hence, embodying
the role of leader as ethical wayfinder aligns with the existing organizational culture of
leadership, reflects the literature regarding leading within and through complexity and
ambiguity, and relates to the existing structures, relationships, and dynamics on which this OIP is
predicated.
Framework for Leading the Change Process
In Chapter One, I introduced the work of Lewin and Cooperrider. Within this chapter, I
will further explore Lewin’s three-step model within the landscape of his unified whole (Burnes,
2004). I will then consider how this approach can be mediated through David Cooperrider’s
(1986) Appreciative Inquiry (AI).
Lewin’s Three-Step Model
Kurt Lewin was born in 1890 in Moglino, then part of Germany. At that time antiSemitism was in the ascendency, and thus, as a Jewish man, he suffered significant
discrimination. He served in the German army throughout the Great War, even earning the Iron
Cross. But this was not sufficient and, although educated to doctoral level and teaching at the
university level, he was never granted tenure. In 1933, with the rise of Nazi Germany, he moved
to the United States as a refugee scholar where his ongoing work was informed by his own
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experiences and witnessing those of others suffering injustice and inequity within society. His
work was much broader than solely leadership and change, he considered racism and antiracism, segregation and integration, anti-Semitism, poverty and far-reaching issues of social
justice and democracy (Burnes, 2004). Ramage and Shipp (2009) describe his life’s work as
“social change through social research” (p. 261). It is his commitment to social justice that draws
me to his work and forces me to consider his three-step model far more broadly. He himself
viewed this model as one strand of a far more all-encompassing approach.
Lewin’s work was primarily in psychology; he worked closely with the Gestalt theorists,
and his work is informed by this. His work does recognise the importance of pattern and
organisation, however, unlike other Gestalt theorists who focused upon perception, Lewin was
interested in the more pragmatic human condition and reason (Ramage & Shipp, 2009). To this
end, he proposed four elements (Rosenbaum et al., 2018), each necessary to the other – field
theory, group dynamics, action research, and the three-step model – the three foundational
elements, together with the three-step model, each instrumental in ensuring planned change.
(Burnes, 2004). Understanding how these elements each contribute to a unified whole, aids
understanding of Lewin’s work as it contributes to the framework for leading change within this
OIP.
Field Theory
Within any group there is a set of interactions that both structure and modify individual
behaviour; hence, individual behaviour can be considered as a function of the specific
environment or ‘field’. Having proposed this, Lewin argued that changes in the behaviour of an
individual stem from changes in the field. This constant state of subtle flux, he termed as “quasistationary equilibrium” (Burnes, 2004, p. 981)
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Group Dynamics
In 1939, Lewin defined a group thus: “it is not the similarity or dissimilarity of
individuals that constitute a group, but interdependence of fate” (Burnes, 2004, p. 165). He went
on to articulate how in recognising that your own fate depends upon that of the entire group, you
will be keen to ensure fulfilment of your personal responsibilities for the welfare of the group
(Rosenbaum et al., 2018). His element of group dynamics states that it is group behaviour that
should be the main focus of change rather than individual behaviour, due to the interdependence
of the group.
Action Research
Action research draws upon the two other elements already described. Group dynamics
helps inform why individuals behave as they do in response to the changes in or impacts of the
forces in field theory. In proposing action research, Lewin identified three features that were
necessary to frame and lead change. First, he identified that action needs to be taken to achieve
change. Second, he stated that, after careful analysis of the situation, a range of solutions be
suggested; the one that most appropriately matches to the situation needs to be selected. And
third he identified the importance of ‘felt-need’, a recognition that change is necessary
(Rosenbaum et al., 2018). Beyond these practical steps, Lewin’s work with Gestalt theorists
further influenced his idea of action research (Burnes, 2004) – if change is to be successfully
achieved, those involved need to be able to reflect insightfully upon their situation and engage in
an iterative process of planning, action, and reflection.
These three elements, field theory, group dynamics, and action research, create the
landscape in which Lewin’s three-step model of change can be implemented. When fully
embedded as one element within his unified whole, the three-step model offers a far more
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complex and nuanced framework for leading change than might first be supposed when solely
considering it in isolation. However, I am very aware that, whilst I am working within an
institution that would view Lewin’s three-step model as an appropriate framework for leading
change, I am also working with stakeholders who might be less inclined towards that which
could initially be perceived as a simplistic, linear model better suited to a more corporate setting.
Hence, I have made the decision to mediate Lewin’s three-step model through Cooperrider’s
Appreciative Inquiry.
Cooperrider’s Appreciative Inquiry
The fundamental premise of Cooperrider’s Appreciative Inquiry (AI) is that “an
organization is a "solution to be embraced" rather than a "problem to be solved"” (Cooperrider et
al, 2008, p. 5). This positive, collaborative, inquiry-based approach to addressing change and
embracing solutions offers coherence between my overall leadership style and the leading of this
change process.
The focus within AI and the Five-D cycle (Figure 3) is upon leading change rather than
managing it. This focus on leading not managing is further reflected in Fullan’s (2020) work
“change cannot be managed in a literal sense. It can be understood and perhaps led, but it cannot
be controlled” (p. 43). This approach is fundamental to my own leadership style, leading beside
rather than above; hence, there is a congruence and coherence in analyzing the problem from this
perspective. In his more recent writing, Cooperrider (2021) states:
Appreciation is about valuing the “life-giving” in ways that serve to inspire our
collaboratively constructed future. Inquiry is the experience of mystery, moving beyond
the edge of the known to the unknown, which then changes our lives. Taken together,
where appreciation and inquiry are wonderfully entangled, we experience knowledge
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that’s not inert but alive, as well as an ever-expansive inauguration of our world to new
possibilities. (p. 10)
I find this quote to be affirming, exciting, and quite liberating. If my OIP can touch upon the
mystery, the unknown, and changes our lives, however tenuously, then it is a journey worth
pursuing.
The Three-Step Model Mediated Through Appreciative Inquiry
In deciding the framework for leading this change process, I find the AI cycle to be
understandable, affirmative, and able to navigate complexity and nuance positively. I can also
see a clear correspondence between Lewin’s work and that of Cooperrider. When looking at
Lewin’s three-step model as part of his unified whole, I no longer see it linearly, but cyclically.
In nature unfreezing, moving, and refreezing form a cycle and I think, when considering change
within a human context, this natural cycle becomes apparent. Figure 5 illustrates the way in
which these two approaches can be overlaid to form a framework for leading change.
In developing this framework, I started with the whole landscape, informed by field
theory, group dynamics, and action research. I then considered each of the five Ds within
Cooperrider’s cycle and identified the overlap between these and Lewin’s three-step model.
Unfreezing is synonymous with Defining and Discovering. At this point you are framing,
focusing, and clarifying, alongside valuing and appreciating that which you reveal as you start to
question. Lewin’s Moving step is reflected in Cooperrider’s Dreaming and Designing. This is the
action point in the cycle; brainstorming, envisioning, co-constructing that which might be.
Finally, the Refreezing aligning with Destiny. It might be argued that Destiny is still active
being the innovating point in the AI cycle; however, Refreezing also implies this active state. As
something starts to freeze it gradually changes from one state to another, changing form and
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Figure 5
Lewin’s Three-Step Model Mediated Through AI
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structure. I think this analogy fits perfectly alongside Destiny, a process of learning, integrating,
becoming.
This framework for leading the change process is also reflected within the Cinderella
metaphor. In being invited to the ball, Cinderella’s character is unfrozen, as she defines who she
is and discovers the positives on which she can depend. In going to the ball, she is moving,
acting, dreaming and designing. Her destiny is revealed with a glass slipper, the refreezing
reflecting her learning, integrating, and becoming in her new role. This metaphor represents the
change process necessary within the TES and demonstrates how the use of Lewin’s three-step
model mediated through Cooperrider’s AI can successfully be used as a framework for leading
change, as we move from where we are to where we have the potential to be.
Critical Organizational Analysis
In considering critical organizational analysis, a number of discrete aspects are revealed
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that help underpin and inform a consideration of the need for change. This is all contextualized
within the broader consideration of organizational discourse.
A critical organizational analysis is fundamental to underpin the change process
necessary to address this PoP. There is need to ensure coherence between this analysis and the
other theoretical and conceptual frameworks articulated throughout this OIP. This coherence
ensures consistency and strengthens the potential outcomes. I have decided to focus this analysis
through Nadler and Tushman’s (1989) congruence model, an open systems approach to
organizational analysis.
Congruence Model
Nadler and Tushman’s (1989) congruence model supports evaluation of an existing
organization and identification of factors that would benefit from change (Cawsey et al., 2016).
As an open system, it is built upon the flow and feedback of information, upon interrelations, and
upon adaptation. Together these features create a balanced equilibrium. This emphasis and focus
upon interrelationship and environments within and across the system is very reminiscent of
Lewin’s field theory and group dynamics. Indeed, there are even linguistic similarities between
Lewin’s “quasi-stationary equilibrium” and the “balanced equilibrium” of an open systems
approach.
Quasi-stationary equilibrium can be represented in the following formula: B = f(P,E)
(Burnes, 2020, p. 36), where P is a person (or group), E is the environment, and B is their current
behaviour. Thus, their behaviour is a function (f) of an interaction between the person (or group)
and their environment. As long as the interaction between the person (or group) and the
environment remains unchanged, then the behaviour remains unchanged; hence, the idea of
quasi-stationary equilibrium. When viewed thus, it can be seen that there is more than simple
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linguistic similarity between the two expression “quasi-stationary equilibrium” and “balanced
equilibrium”, which can be viewed as synonymous in this context.
Nadler and Tushman’s (1989) congruence model considers four different elements within
an organization: tasks, people, formal organization, and informal organization. The greater the
congruence between these elements, the better matched the performance of the organization will
be (Cawsey et al., 2016). Within the TES program currently, the tasks are implementing,
developing, and sustaining the program; the people are the faculty, staff, and students working
within the program; the formal organization is the institutional structure, represented within the
shift to RCM, the cross-disciplinary focus of the program, and the upcoming metrics funding
environment; and the informal organization is represented more within the culture of the
program, reflected in the cultural artifacts, values, and assumptions as defined by Schein (2017).
Nadler and Tushman (1989) combined these elements into a model for Organizational
Congruence; this can be seen in Figure 6. As Sabir (2018) concluded, the strength of this
congruence model is that it is a tool not an inflexible blueprint; it does not dictate an approach
but rather suggests a model for thinking about and exploring problems. This is further supported
by the findings of Higgs and Rowland (2005) and the success of emergent approaches to change.
In addition to solely Nadler and Tushman’s (1989) model, Figure 6 also integrates Lewin’s
three-step model and AI.
Leadership, Organization, and Change
This organizational congruence model can be viewed alongside my identified framework
for leading change together with the vision for change demonstrating the gap, as reveled within
the Cinderella metaphor. It is helpful to include this congruence model as it has the potential to
act as a tool to focus the work, to guide decision making, and to maintain the equilibrium.
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Figure 6
Nadler and Tushman’s Organizational Congruence Model

Note. Adapted from Organizational change: An action-oriented toolkit. (2nd ed.) by T. Cawsey,
G. Deszca, and C. Ingols, 2016, Sage Publications, Inc.
The PEST analysis in Chapter One revealed a sequence of impacts as a result of an
external policy change. The political change, with the amendment to Regulation 347/02,
impacted the institution at a macro level. This macro change affected the economic position for
the School of Education and impacted employment precarity, thus influencing the meso level.
These economic changes informed the decision to introduce the program at a micro level. It was
this decision to introduce the program, taken quickly to address the fiscal gap that has given rise
to this PoP.
The rapid introduction of the TES program meant that, although there was a vision for the
program, there was little consideration given to the practicalities of introducing, growing, and
sustaining such a program. The program aims to allow incoming undergraduate students to start
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to explore education as an academic field of study. They are introduced to social justice
challenges within educational contexts, to Truth, Reconciliation and Indigenous education, to
teacher identity and social and media interpretations and representations of teachers, and finally
they are introduced to some overarching curriculum issues.
At the time of its introduction, the program content was not fully articulated; I have been
developing this as the program has been rolling out through the years. Hence one gap is in
ensuring coherence in the content. The list described in the preceding paragraph would seem to
imply coherence, and certainly that is the aim. However, the rapid rate of writing courses, and
ensuring their passage through the university approval process, has given little time for reflection
to ensure coherence and progression.
As is evidenced here, my main focus has been on building the program to ensure courses
were approved and in the Academic Calendar as students moved through their undergraduate
years. As we have now completed the first four-year cycle, it is increasingly apparent that the
program is so much more than simply the courses, and none of these issues were given any
consideration prior to the program’s introduction. As the program is now fully implemented, the
lack of a strategic plan to inform this implementation has resulted in a more ad hoc approach.
This is not sustainable if the program is to remain as popular with incoming students as it is
currently, whilst also generating revenue and helping the institution meet its performance
metrics.
Viewing the gap from the perspective of the Cinderella metaphor, Cinderella is still
dressed in rags and working hard for the benefit of others. She is aware that there are possibilities
for support but has yet to actualize these to realize the remainder of the story. She is still
surviving rather than thriving.
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The framework for leading change that I am implementing, that of the three-step model
mediated through AI allows for affirmational reflection on where we are currently, unfreezing as
we define and discover, further framed at the input stage of Nadler and Tushman’s (1989)
congruence model. As we move towards dreaming and designing, the transformational process is
taking place; the tasks performed by the people, within the parameters of the formal and informal
organizations. This is the point at which the strategic planning process is taking place to inform
the development of an action-oriented strategic plan. Finally, as we reach our destiny and start to
refreeze, we can consider the output and its impact upon the institution, the department, and the
individuals involved. It is at this point that the strategic plan is implemented, clear outcomes are
identified together with the appropriate actions to be taken to achieve them.
This brings together the leadership approaches with the framework for leading change
and a critical organizational analysis. The congruence model allows for a comparison between
the current state and the desired state, which is the first step in planning the solution (Janse,
2019). It is therefore apropos now to start to consider potential solutions that may be enacted
within these identified frameworks.
Solutions to Address the Problem of Practice
In considering possible solutions to address this PoP, it is necessary to have a vision for
that which it is hoped to achieve. As a teacher at heart, this reflects a commitment to backward
design. The term “backward design” was introduced by Wiggins and McTighe (1998) and
encourages a focus upon the goal (the learning), rather than the process (the teaching). In the
context of this PoP the focus is upon that which I aim to achieve. If I can clearly articulate that,
then it should be possible to identify an appropriate solution to achieve this outcome.
Figure 7 represents the desired outcome of this change process. At the heart is the
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Figure 7
Desired Outcome: A Model for a Strategic Plan

strategic plan; the piece that was missing at the outset to guide the development, implementation,
growth, and sustainability of the program; the piece that has made the ongoing implementation
challenging in a number of areas. Strike et al. (2017) describe strategic plans as being action
oriented and helping to provide the desired outcomes. The current situation within the TES is
very reactive, responding as situations arise, at times it feels like a game of whack-a-mole. A
strategic plan identifying outcomes and associated actions will ensure the long-term flourishing
of the program rather than simply daily survival.
The strategic plan in Figure 7 should ideally be informed by, and built upon, a number of
contributing factors, including an active collaboration, the inclusion of multiple stakeholder
perspectives to ensure there are no silences within the process, the departmental vision for the
program, and the institutional mandate and vision. If this can be achieved, then a strategic plan
can be developed that will ensure the specific challenges identified throughout this OIP can be
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addressed with identified actions, the challenges overcome, and the current negative impacts
mitigated.
The development of this strategic plan needs to ensure coherence between all aspects of
this process, from the paradigm used to focus the study and the perspective chosen to further
frame the work, through the metaphor reflecting the structure, and my leadership philosophy and
the change management approaches selected. It must ensure a consistent approach at every level,
centring voice and agency and reflecting the discourses of social justice that underpin the TES
program itself.
Solution 1: Status Quo
Considering the status quo as a possible solution having just outlined the desired outcome
might at first seem counter-intuitive. However, despite the identified challenges discussed within
this OIP, the program itself is still running, recruitment, retention, and graduation remain strong,
and it is generating funding into the institution. As such, to do nothing would not have an
immediate negative impact upon the program. It certainly would not do anything to further
embed and enlarge the program, it would not address the ongoing impact on other disciplinary
areas across the institution, and faculty recruitment would remain quite precarious. However, it
could continue as it currently is for a number of years to come. As Tuff and Goldbach (2021)
identify, it is the “chasm” between the “if” something will happen and the “when” something
will happen. At this point it is important to consider the work of Samuelson and Zeckhauser
(1988). Their research demonstrated that when faced with challenging real decisions, people are
disproportionately more likely to decide to maintain the status quo, they termed this “status quo
bias”.
To overcome this status quo bias, consideration must be given to the challenges in
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choosing to maintain the status quo. As the issue of precarious faculty would not be addressed,
there would be ongoing changes in faculty teaching the courses. This rapid turnover is a
challenge for ensuring consistency both within and across the years of the program. Faculty who
teach within the program for several years are familiar with the aims, ethos, and culture of the
program; significant turbulence makes it hard to maintain these. Whilst I continue in the role of
TES Program Coordinator, I can help to mitigate some of the ongoing issues, however, into the
future there is a reputational risk to the program if we cannot maintain program quality due to
faculty turnover and course inconsistencies. This would then have an adverse impact upon
recruitment, thus driving down revenue generation and adversely impacting the institutional
metrics within a performance-based funding environment.
Solution 2: DIY
The second solution that I would like to consider is a Do-It-Yourself or DIY model. This
approach has some appeal as it would not be making requests of sessional faculty who are paid
per course and therefore do not have a service expectation within the institution. Although there
is no contractual service expectation, many of these faculty members contribute a great deal
above and beyond that for which they are contracted. I am incredibly appreciative of everything
these faculty members bring to the institution and to the department, however, I am hesitant to
ask for more. As Field and Jones (2016) identified in their report into the employment of
sessional faculty in Ontario’s publicly funded universities, these precariously employed faculty
care deeply about the students, their learning, and the environment in which this occurs. I want to
be careful not to exploit this commitment and passion.
If I were to attempt the strategic planning process on my own, I would be able to draw
upon institutional data and existing research evidence to inform the process. I have access to all
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the statistics related to application numbers, offers, and conversions, so I can analyse the
information related to marketing, incoming students, and trends in the data. Beyond this I can
utilise data related to retention and graduation to explore additional trends once students join the
program. To further help support this data driven exploration I can draw upon research data
linked to authentic assessment across the program, from the study I undertook during the last
academic year. At a course level, I have access to all the syllabi for every section taught, and can
use these to help identify actions within the strategic plan necessary to inform a revision to the
program content to ensure greater alignment between the social justice aims of the program and
the taught content of the courses. By accessing all the available data, I can individually produce a
strategic plan that can help underpin a reflection/revision cycle for the program content. In
addition, the plan can help maintain the quality of the incoming cohort by taking a data-informed
approach.
This DIY model would ensure I was not expecting more than I should from sessional
faculty. However, it really would not give voice to all stakeholders, there would be no
collaboration, and it would be solely dependent upon my interpretation of the departmental and
institutional vision. If I am committed to justice and democracy, the silences here actually speak
volumes regarding the lack of alignment with the social justice aims of the program reflected
within the theoretical underpinnings of this OIP.
Solution 3: A TES Working Group
A third solution involves engaging the faculty working within the TES program, together
with existing students in the program, in order to create a collaborative working group to develop
a strategic plan. A working group comprised of members of the TES community could access the
same range of data I have detailed in Solution 2. In addition, they would be able to bring their
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own experiences working as faculty or students in the program; this would start to humanize the
data as they bring their individual interpretations as participants to the planning process (Nonaka
& Takeuchi, 2021). An outcome of this approach would be a broadening of the perspectives
being considered, giving greater voice to those impacted by this change process, ensuring
collaboration, and aligning more closely with the justice-oriented theory underpinning this work.
Chadwick and Kew-Fickus (2017) highlight the importance of the planning process in
aiding strategic thinking. A planning process formulated around a collaborative working group
would ensure consideration of some further key essential components they identified, including
asking the right questions and identifying good ideas – both those emerging from below and
embedding those from above. They identify the planning cycle as a “strategic conversation” (p.
71) which I think perfectly informs the task of a TES working group in informing the process of
developing an action-oriented strategic plan.
Within this third solution, more stakeholders would have a voice in the process and there
would be an increase in the shared vision for the program. Both aspects more closely reflect the
collaborative, inclusive framework that I am striving to use in developing this OIP. Whilst
recognising the additional demands upon sessional faculty within this process, it is useful to also
consider Whitney et al.’s (2010) five criteria for a compelling vision within a strategic plan. One
of these criteria is that it requires collaboration. They articulate the importance of intentional
collaboration in achieving a vision through a strategic plan. As such, if I am to honour my
commitment to and belief in wayfinding and AI, then collaboration must be a central feature of
the development of this strategic plan.
Solution 4: Cross-Institutional and Cross-Partner Large Scale Working Group
The fourth solution is the most all-encompassing and therefore needs to be given careful
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consideration alongside the other solutions that are kept within the School of Education. This
solution would involve bringing together far more people, representing all stakeholders in the
program:
•

Faculty teaching in the program

•

Staff supporting the program within the School of Education – they are currently
involved in placement approval and evaluation, and offer budgetary support

•

Wider faculty from the School of Education

•

Current students in the program

•

Graduates of the program

•

Staff from the Recruitment team – to inform strategic planning regarding longterm growth

•

Faculty from other disciplinary areas – students in the program are studying for
majors in different disciplines across the university

•

Representation from placement partners - including school boards, community
organisation, NGOs

Ensuring representation from such a wide platform, should ensure a strategic plan with a
comprehensive mandate to operationalise a rigorous, experiential, justice-oriented TES program.
However, there are undoubtedly challenges associated with this solution.
The biggest challenge is working effectively with a very large group. This gives rise to
questions regarding the structuring of the strategic planning process. There is definitely value in
bringing so many diverse experiences and perspective together to hear the voice of all
participants. However, there is undoubtedly challenge associated with making practical progress
towards the desired outcome. Pritchard (2017) identifies a range of useful tools that might be
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used to productively engage participants when working with a large group of people, including
town hall meetings, workshops, and small group discussions, and maintaining a strategy
development virtual space. This varied approach, ensuring a mix of whole group and small group
activity, together with ongoing virtual interaction, could ensure positive engagement, evidence
the valuing of voice, and support ongoing communication.
Part of my wider role beyond that of TES Program Coordinator is also to have decanal
oversight of online learning across the institution. As such, I recognise and understand the value
of virtual collaboration. A coherent blend of online and unplugged collaboration would support
the production of an action-oriented strategic plan, informed by the voice and vision of all
stakeholders.
Comparing Solutions
In first comparing the solutions I considered Bolman and Deal’s (2017) four-frame model
to see how, as a leader, I can reframe the problem using each solution. Bolman and Deal (2017)
discuss how problems are framed, drawing a parallel between frames and maps. In the same way
maps help to describe the landscape and aid navigation, so frames help to describe the problem
and aid navigation through the complexity – clearly reflecting wayfinding approaches to
leadership. Bolman and Deal (2017) go further than simply describing the framing of a problem,
they articulate the value of reframing a problem, considering it from multiple perspectives –
frames – in order to identify complexity, navigate nuance, and ensure coherence. Figure 8
illustrates the four solutions and where I feel each of these sits within the four frames.
It can immediately be seen that Solution 1, maintaining the status quo cannot be framed
within any area. It is certainly possible to follow this path, but ultimately what it contributes to
the long-term development and sustainability of the program is clearly brought into question.
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Figure 8
Comparing Within Bolman and Deal’s 4-Frame Model

Solution 2, the DIY model, can utilize facts and data within the context of policy and
goals and can thus be framed as structural, however I cannot reframe it more broadly. Although
tempting to consider this due to the limited demands on people, the lack of potential for
reframing makes this solution less desirable.
Considering Solution 3, it would enable me to empower others within the change process
– the human resources frame; it would build upon the existing culture and shared vision – the
symbolic frame; and still maintain the aspects of data and policy - the structural frame. This
reframing makes Solution 3 quite appealing. It can be implemented in a relatively
straightforward manner whilst being contained within the School of Education, building upon
existing relationships and support structures. Thus, the time commitment of the participants can
be managed effectively without make onerous demands.
Solution 4 is the only solution that can be effectively reframed in all four frames. As
such, I need to give careful consideration to this as a possible solution.
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I wanted to explore these four solutions more deeply to ensure I was making appropriate
decisions throughout this planning process. I therefore attempted to use a quality matrix to
compare and contrast each of the solutions beyond the four frames. I quickly realised I was
trying to include more than two criteria; thus, a two-dimensional matrix would not work in
endeavouring to locate the different solutions. I needed to compare alignment against:
•

the vision for the program, informed by individuals and contextualised within the
departmental and institutional vision

•

the voice of all participants, knowing there were no silences within the process to ensure
true representation

•

the justice oriented theoretical underpinnings of both the TES program and this OIP

I therefore realised I need to represent these solutions in three dimensions in order to help inform
decision making with regard to the appropriateness of each proposal. Figure 9 is a threedimensional comparison of the four proposed solutions, it will help inform discussion of the
appropriateness of each.
Within Figure 9, each solution is represented as a point in space indicating its alignment
against each of the criteria underpinning the design of the strategic planning process. I have
chosen to represent the axes as arrows to indicate that each of these criteria could continue
beyond the limits I have set. For example, in voice I am including faculty and students within the
program, faculty within the School of Education more broadly, staff working on the program,
graduates of the program, Recruitment personnel, faculty from other departments in which TES
students have declared their majors, and placement partners. This represents the point on the
“Voice” axis where the cube sits. The arrow indicates there are other voices beyond the existing
program, which are not being included at this point. Hence the three-dimensional model
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Figure 9
A 3D Comparison of the Potential Solutions

underpinning this change process can be limited to, and represented by, a cube.
Solution 1 sits at the origin of this diagram. Maintaining the status quo in no way gives
voice to anyone, shares and reflects no vision, and is utterly unaligned with the justice-oriented
theory unpinning this OIP. Solution 2 is located on the plane created by the vision and voice
axes. A DIY model gives voice to one person, the TES Program Coordinator. Whilst I have a
deep understanding of the program, without the voice and vision of others, this change process
would be a meagre offering compared to a collaborative, inclusive solution. I have embedded a
further structure to help locate Solution 3 within the model. Solution 3 gives voice to a much
wider range of people involved with and impacted by the TES program. There is greater
alignment with a shared vision and the collaborative nature of the approach starts to reflect the
theoretical underpinnings of the OIP. Finally, Solution 4 sits as the vertex diagonally opposite
that of Solution 1. Within the limits of this change process, Solution 4 gives voice to more
participants, creates a wider reaching shared vision, and reflects the collaborative, inclusive,
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justice-oriented theory that underpins all aspects of this work. It is the one solution that reflects
the possibility for a networked improvement community (Bryk et al., 2011).
Using Bolman and Deal (2017) to reframe these solutions from a leadership perspective,
together with modeling alignment against the criteria underpinning the development of this OIP,
demonstrates Solution 4 is best matched to the desired outcome – the development of an
outcome driven, action-oriented strategic plan.
Challenges
From a budgetary perspective, none of these solutions will require extensive financing,
they can all access the same internal data to help inform the strategic planning process, the
differences exist in the demands on people, on time, and on technology. In considering
technology, although I have identified it within Solution 4, due to the potential number of people
involved, it might also be a useful tool in Solution 3. Although it can be identified as a resource
need, it is an existing resource on which we can draw throughout the change process. I would
envisage something as simple as a Teams space, a platform which is already used within the
university. I want to keep the technology demands quite basic as I do not want it to be a barrier
to engagement. Using the posts, collaborative files, and chat features, it will be possible to create
an online community that continues to sustain the relationships built in unplugged sessions.
Both Solutions 3 and 4 represent a greater burden upon people and time. As the Program
Coordinator, and the leader within this change process, the more people involved, the more
complex it becomes to manage, and the more time it therefore takes to oversee the
implementation of the OIP. From the perspective of those involved, Solution 3 makes demands
upon the time of faculty and students within the program, whilst Solution 4 makes demands on
the time of a much wider range of stakeholders.
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When I started considering potential solutions, I initially felt draw to Solution 3 as easier
to manage, contained, but still inclusive enough to create a meaningful strategic plan. Now,
having considered each of the solutions from a number of different perspectives, I feel I would
like to pursue Solution 4. Despite the increased complexity, and the commensurate increased
demands on my time, I can now see the benefits of bringing a much greater diversity of
experience and perspective to the task. If we are to produce a strategic plan that supports the
ongoing development, implementation, growth, and sustainability of the program, then more
voices need to be heard; voices that reflect the cross-disciplinary nature of this program and its
place within the institution’s vision more broadly. In following a wayfinding approach to
leadership, Solution 4 is an authentic reflection of the weaving of the Rangatira space, of people
in relationship (Spiller et al., 2015; Youngs, 2021).
Leadership Ethics, Equity, and Social Justice Challenges in Organizational Change
Issues of equity, ethics, and social justice permeate and inform all aspects of this PoP and
the development of the corresponding OIP. It is vital to explore the underlying contexts,
challenges, and responsibilities to ensure due recognition and consideration of these fundamental
issues.
Ethical Responsibilities
Employing faculty to teach within the TES program has presented challenges,
particularly with regard to the casualization of the workforce. The rapid expansion of the
program has resulted in a commensurate hurried need to employ new faculty members, all of
whom are sessional faculty and therefore vulnerable to the vagaries of the casualization of the
workforce in higher education. Crawford and Germov (2015) note the precarious nature of these
sessional faculty, the lack of security, and the far inferior employment conditions. This is
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something that Kimber (2003) rather poignantly describes as “the tenured core and the tenuous
periphery” (p. 49). From a leadership perspective, managing precarious faculty, many of whom
are juggling employment across multiple institutions, offers significant challenge. SCU, in
common with many other universities across Canada, depends upon casual faculty (Brownlee,
2015).
Figure 10 illustrates the rapid increase in sessional faculty across the Ontario publicly
funded universities. Over the last 15 years there has been a slight decline in the number of
tenured faculty and a significant increase in the number of sessional faculty employed. This has
an impact on both tenured faculty who are responsible for all the service expectations across an
institution, and on the sessional faculty who are in a very precarious employment situation.
Figure 10

The Other Uni ersit Teachers: Non-Full-Time Instructors at Ontario Universities

Percentage Change of Sessional Instructor Assignments vs. Tenure-Stream Faculty

Figure 4: Percentage Change of Sessional Instructor Assignments vs. Tenure-Stream Faculty
Appointments, 2002-2013
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The overall institutional culture does not value these academics equally, as evidenced in
lower remuneration and fewer benefits – “the tenuous periphery” (Kimber, 2003, p. 49). Faculty
recruitment has been significantly impacted by Radice’s (2013) four processes, particularly
privatisation, deregulation, and financialization. In their discussion of the casualization of the
academic workforce, Crawford and Germov (2015) articulate a clear ethical responsibility to
these essential faculty. Too often they are marginalized within an institution, unable to access
research funding, less able to benefit from institutional professional development opportunities,
and excluded from decision-making processes. Not only do these casual faculty members
deserve to be treated more equitably as contributing members of the academic community, but
universities would benefit substantially from doing so (Crawford & Germov, 2015; Field et al.,
2014).
The ethical challenge I face in leading the TES program is in managing and valuing the
contributions of this precarious workforce. Jones et al. (2012) make a persuasive argument of the
significance of this ethical imperative. Leadership needs to be able to recognize and celebrate the
contributions of these faculty members, encouraging “active participation”, ensuring “partnering
of experts and enthusiasts”, building “communities of practices”, all achieving “organisational
change” (p. 69).
There are further ethical challenges presented within this OIP. Ensuring students are able
to access a curriculum that truly reflects issues of equity and social justice throughout all years of
the program is essential to accurately reflect our institutional and programmatic commitment to
these critical discourses. Beyond this is the ethical concern for other disciplinary areas adversely
affected by the introduction of the TES program. As a leader this presents some unique
challenges, the issue is cross-department and cross-faculty; however, this should not be a barrier
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to effective leadership. Jones (2014) details dimensions that could reach across the departmental
or faculty divide. He focuses on the collective involvement of all, rather than just departmental
leaders working together in formal contexts, despite potential issues associated with greater
involvement of more people. Hence all dimensions and challenges identified within this OIP
suggest specific ethical responsibilities.
Social Justice Context
Issues of equity and social justice underpin all aspects of work within the School of
Education. The context of this PoP is clearly grounded within social justice; the ethical
responsibilities already identified detail the social justice context of this study. There is clear
privilege for those members of faculty who hold tenure compared to those who work on
sessional contracts. From the perspective of program content, critical pedagogy prompts
discursive reflection upon the creation of “possibilities for social transformation” (Giroux, 2004,
p. 34), reinforcing the importance of ensuring a rigorous, progressive, and justice-oriented
program of study. Finally, in focusing upon our own needs as a department, we have failed to
acknowledge the adverse impact the introduction the TES program has had on other disciplinary
areas. If we consider access to resources as a social justice issue, then the needs of other
disciplinary areas further contextualise this study from a social justice perspective.
Framing the process from this perspective reinforces my decision to pursue Solution 4.
Bringing other disciplinary departments into this change process will ensure we can think
strategically about wider issues and impacts of the TES program across the institution. This
consideration needs to extend beyond the neoliberal impacts with regard to metrics and funding
and focus on the adverse impacts on other disciplinary areas. The introduction of this program
has adversely impacted recruitment in other areas, hence adversely impacted revenue generation,
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and thus, adversely impacted the already precarious employment situation for some faculty in
these departments.
Challenges
In the same way a number of challenges identified within this OIP suggest ethical
responsibilities, they also present social justice challenges. Institutional structure inhibits justiceoriented change. The introduction of RCM created competition instead of collaboration, resulting
in fiscal challenges for others as we resolved our own. Contractual issues for sessional faculty
are negotiated at an institutional level, presenting challenges to us as a department in working to
alleviate some of the inequity for colleagues. Academic freedom allows faculty members to
decide what and how they will teach within a course. This could present a further challenge with
regard to addressing the need to revisit and revise program content to ensure a clear and ongoing
focus upon education for social change. However, the fact that equity and social justice permeate
all aspects of the work of the School of Education, suggest that this final challenge might be
easier to overcome than the others which are impacted more fully by existing institutional
structures that inhibit this justice-oriented change.
Within the current political climate in Ontario, and its attendant neoliberal shift, as
educators we need to guard against that which Giroux (2004) warns is the “dystopian vision, …,
that there are no alternatives, neoliberalism eliminates issues of contingency, struggle, and social
agency by celebrating the inevitability of economic laws” (p. 31). Within his work McInerney
(2012) defines neoliberalism as a “pathologizing discourse [which] shift[s] responsibility for the
problem of youth failure away from governments to families and their communities” (p. 28). The
work of Giroux (2004) and McInerney (2012) contains both a warning but also a reason for
optimism; “the nature and causes of injustice have cultural, social and political dimensions that
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demand new responses from governments, policymakers and education institutions” (McInerney,
2012, p. 32). McInerney’s (2012) work gives a clear mandate to education institutions to tackle
neoliberal discursive practices. Within the TES program, it is possible to “play an active role in
contesting inequitable education policies and practises, advocating for a fairer funding system
…, developing more socially just curriculum and fostering a sense of optimism, belongingness
and trust amongst students” (McInerney, 2012, p. 32).
Although clear challenges exist, there is cause for optimism. As a program in a
department within a wider educational institution, we can address these issues of inequity; the
first step is to acknowledge they exist and commit to overcome them. The OIP developed here
reflects this first step.
Chapter Two Conclusion
Chapter Two further elaborated the leadership approaches within the change process,
gave consideration to culture, and detailed a critical organizational analysis. It introduced a
framework combining Lewin’s unified approach to planned change and Cooperrider’s 5-D cycle
within AI. Four possible solutions to the PoP were identified and discussed. These solutions were
further considered within the context of ethics, equity, and social justice. Chapter Three will
build upon the solution identified in Chapter Two in order to create an OIP that can be used to
practically address the issues identified within the PoP.
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Chapter Three: Implementation, Evaluation, and Communication
In Chapter Two, four possible solutions were considered to address the PoP identified in
this OIP. Despite the increased complexity, I chose the cross-institutional and cross-partner large
scale working group as the solution to my PoP. The breadth of role, experience, and perspective
within this solution brings diversity, agency, and voice to the development and implementation
of a comprehensive strategic plan. Chapter Three will detail the change implementation plan
needed to implement this solution, it will consider how the change will be monitored and
evaluated, and how the knowledge will be mobilized. Next steps and further considerations will
be detailed within the context of this ongoing change initiative.
Change Implementation Plan
Reflecting the leadership theory of wayfinding, the development of a strategic plan for
the TES program must be guided by collaboration, trust, and respect. Having established the
solution I wish to pursue, it is now necessary to explore the implementation of this plan for
change. This section will detail: the organizational strategy and structure; how the transition will
be managed; the use of liberating structures; how reactions will be understood; how the change
will be resourced; and associated issues and goals.
Organizational Strategy and Structure
The overall organizational structure is detailed in Chapter One; however, it is useful here
to give more critical consideration to the institutional strategy and how the proposed change fits
within this context. The comprehensive institutional strategy is governed by the Strategic
Mandate Agreement (SMA) between SCU and the Ontario Ministry of Colleges and
Universities. SMA3 is the current agreement for the fiscal period 2020 to 2025. Performance
based funding was introduced within SMA3, with ten weighted metrics identified to inform
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future funding allocation. The implementation of this metrics funding formula was delayed in
2020-2021 and 2021-2022 due to the Covid-19 pandemic. However, it is due to be implemented
in the 2022-2023 academic year, hence it needs to be considered alongside the change
implementation for the TES program as they are concurrent.
Of the ten metrics within SMA3, five are related more broadly to institutional issues and
five can be considered as directly relating to the TES program:
•

Graduate employment rate in a related field

•

Graduation rate

•

Community and local impact of student enrolment

•

Experiential learning

•

Skills and competencies (2020-2025 Strategic Mandate Agreement: SCU)

As such, the long-term viability of the TES program must be maintained, as a significant number
of undergraduate students (in excess of 800) are registered in the program. Senior management
of the university is committed to the ongoing success of the TES program; thus, the change
implementation needs to ensure its ongoing sustainability.
At an institutional level, SMA3 is used to inform both the Strategic Objectives of the
Board of Governors and the Presidential Mandate. Both foundational documents identify foci
that are complementary to the aims of the TES program. The Governors’ Strategic Objectives
include:
•

Community engagement

•

A move to foster and facilitate experiential learning

•

Working collaboratively with our host communities (SCU Board Strategic Objectives,
2016-2022)
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Whilst the Presidential Mandate includes the following priorities:
•

Innovative programming

•

Experiential learning

•

Communication and consultation with academic stakeholders

•

Sense of community

•

Open and transparent internal consultation and communication processes

•

Community partnerships (SCU Presidential Mandate, 2019-2024)

The TES program is closely aligned with these priorities and objectives. However, of greater
significance to this change implementation plan are the two priorities in the Presidential Mandate
that detail the expectations for communication – communication and consultation with academic
stakeholders; and open and transparent internal consultation and communication processes. The
approach to be taken in implementing this change must align with these two priorities.
Managing the Transition
As established in Chapter One, the neoliberal discourses of performance and standards, of
human capital, and of the marketing of education, undermine and potentially subjugate the
discourse of equity and social justice within education. Despite being introduced to directly
address a fiscal deficit resulting from external neoliberal pressure, the potential for this TES
program to liberate the discourse is immense; this can be achieved with an affirmational,
collaboratively constructed, and justice-oriented strategic plan. To achieve this aim, careful
consideration must be given to managing the transition, to the people, the activities, and the
theoretical frameworks underpinning the change process.
Despite the warning of Gonçalves & Campos (2018) that the challenge within change
that is the most complex, beyond any tangible resources or structure, is the human being, I
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believe that in this change process, the most meaningful, constructive, and beneficial
components are the people involved. They are the ones who will bring their knowledge of the
program, their experiences of the program, and their vision for the program to the task. Using
Lewin’s three-step model mediated through AI, as detailed in Chapter Two, will ensure
affirmative, positive, and appreciative engagement. As Cooperrider and Whitney (2005) suggest,
organizations are mysteries to be “nurtured and affirmed” (p. 46). The use of the word “mystery”
is compelling as it implies something that is unknown. Thus, as wayfinders, we need to take that
which we know about who we are, what we already have, and what we can do, and use that to
uncover the mystery and overcome the challenges revealed. It is this that will guide the creation
of a robust strategic plan for the program.
Consideration of the tasks that might be undertaken by the cross-institutional and crosspartner large scale working group in developing a meaningful strategic plan, might indicate the
use of a SWOT analysis – Strengths, Weaknesses, Opportunities, Threats. SWOT analyses have
been traditionally used as part of a strategic planning process; thus, its use might be suggested
here. However, I am reluctant to pursue this approach having been in organizations where these
have been used to limited effect, a result also highlighted by Stavros et al., (2003). An
investigation across twenty diverse companies into SWOT as an analytical tool, concluded that,
at best, it might generate descriptive outcomes in the most general of terms (Hill & Westbrook,
1997). It did not prompt analysis or generate any analytical outcomes. For this OIP to be
effective, I need to move beyond the descriptive, to the critical, insightful, and evaluative; I want
to shift the discourse towards something more affirmational. Building upon the notion of
collaborative inquiry, the construction of the strategic plan will be predicated upon the idea of
appreciative intent and the use of an alternative analysis, enabling us to SOAR – Strengths,
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Opportunities, Aspirations, Results (Stavros et al., 2003; Stavros & Cole, 2013) – as represented
in Figure 11.
Liberating Structures
In planning the journey to be taken to ensure we both SOAR and achieve a viable, robust,
and sustainable and sustaining strategic plan, I decided to use liberating structures. In his seminal
work, Edward de Bono (1976) described tools as liberating structures; the right tools enable
people to think creatively, in ways they might not have previously been able to. William Torbert
(1978) extended this idea of liberating structures into organizations, leadership, and
improvement. He warned that simply stating collaboration will occur, will not drive a collective
resolution; rhetoric alone is insufficient. Hence, in stating I wish to pursue a collaborative
approach to change, I need more than simply rhetoric. Torbert (1978) moved beyond simple
collaboration, into an articulation of liberating structures as “epistemologically transparent” (p.
113), there is congruence between the process and the purpose.
Figure 11
SOAR: Strategic Inquiry with Appreciative Intent

Note. From SOARing towards positive transformation and change by J. Stavros & M. Cole,
2013, Development Policy Review
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The use of liberating structures has been considered in a number of different contexts
since they were first proposed by Torbert (1978). Within a university environment, Singhal et al.
(2020) concluded, like de Bono (1976), that liberating structures are tools. They further
concluded that these tools can support development and understanding within collaborative
creation. On the occasions when I have participated in activities involving liberating

structures there has been a reduction in the fear of failure (Romme, 2003; Dixon, 2011) and a
commensurate increase in the development of shared purpose.
What drew me to Torbert’s (1991/2010) later work was the idea that within liberating
structures, leadership becomes vulnerable. This vulnerability reflects one facet of the Philosophy
of Recognition within wayfinding leadership, that leaders should “recognise their own
limitations and habitual responses” (Spiller et al., 2015, p. 39). Recognising your own limitations
suggests you need to be aware of your weaknesses and thus your vulnerability. This vulnerability
should not be viewed as a flaw; Torbet (1991/2010), further elaborates that if a leader “shows
appropriate strength, vulnerability, and integrity from moment to moment, members will shed
various illusions about themselves, about organizing work, and about the nature of reality” (pp.
228-229). Thus, it is a reflection of both humility and authenticity, and congruent with the ideals
of AI.
Supporting the shift from conventional structures to liberating structures, Lipmanowicz
and McCandless (2013) identify three layers within the collective capacity of an organization:
what the organization knows it knows; what it doesn’t know it knows; and what it has the
potential to invent. This positive, affirmational, recognition of the possible, reflects the strengthsbased, collaborative, and sustaining approach of AI. Building upon the successful utilization of
liberating structures within change initiatives in other academic areas (Holskey & Rivera, 2020;
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Mallette & Rykert, 2018; Singhal et al., 2019), I have used Lipmanowicz and McCandless’
(2013) liberating structures together with Lewin’s three-step model mediated through AI to
establish a timeline for implementing the planned change. This overview is detailed in Figure 12.
Working with a cross-institutional and cross-partner large scale working group, the
change implementation plan will use liberated structures within a mix of whole group, different
constructions of small groups, and a virtual space to productively engage participants (Pritchard,
2017). Sonenshein (2010) identifies two lenses through which to view the meaning constructions
during a change process: a narrative lens and a sensemaking lens. The narrative lens focuses on
the discourse giving meaning to the events within the change. The sensemaking lens is closely
Figure 12
Implementation Timeline: Lewin’s Three-Step Model, AI, and Liberating Structures
Define
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Dream

Moving
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Recruit participants from stakeholder
groups
Small group discussions:
what generative topics do we want to focus
on together?
Whole group:
User experience fishbowl – what works?
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Whole group:
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Collaborative SOAR (Jamboard) – build
from the TRIZ, envision a preferred future
Small specific stakeholder group:
1-2-4-all SOAR – what is, what might be,
what should be
Small cross-stakeholder group:
1-2-4-all SOAR – what is, what might be,
what should be
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from dream to design.
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Whole group:
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Virtual space:
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Virtual space:
as a place for
active
collaboration
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related to the narrative lens, but can be viewed from two perspectives, sensegiving and
sensemaking – sensegivers influence the sensemaking of others within the change process. This
interaction between sensegiving and sensemaking can be seen within each of the chosen
structures in this change implementation plan – user experience fishbowl, TRIZ, 1-2-4-all, and
impromptu networking (Lipmanowicz & McCandless, 2013). More expansive consideration is
given to each of these liberating structures within Appendix A. This collaborative construction of
discursive sensemaking reflects the fundamental tenets of AI.
Understanding Reactions: Fine-Tuning
Ensuring participation from the right people is crucial to this change process. Thinking
back to the metaphor of the Cinderella story, these people are reflected in all those characters
who stepped up to help Cinderella get to the ball; they did not exhibit reluctance, they did not
know where the task would lead, but, nonetheless, they engaged wholeheartedly. These are the
characters I need to inhabit this story of the TES program.
This change implementation plan will bring together people from all stakeholder groups,
each with a different experience of the TES program and a different understanding and
perspective. It is inevitable, therefore, that there will be need to adapt and change in light of
participation within the process. As this OIP is predicated upon AI there will, by necessity, be a
certain fluidity to the process. AI leads with questions at each stage. In answering these
questions, the next stage is revealed. Thus, the timeline and associated activities must remain
tentative in order to ensure the process can be responsive to the developing understanding and
sensemaking of the group. This flexible and fluid response is also reflective of wayfinding,
which recognises and responds to that which is happening as it unfolds (Spiller et al., 2015).

76
Resourcing Change
The biggest resource implication within this change implementation plan is time. There
will be significant demands upon my time as both the TES program coordinator and the Dean of
Education in driving this initiative. There will also be demands upon the time of all participants
to engage with the small group sessions, the whole group sessions, and within the virtual space.
In addition to the time implications, the use of a virtual space means there are also IT resource
implications. In order to limit the demands made on staff within IT and the online learning
department, I intend to use Microsoft Teams as the platform to host the virtual space. Within this
platform we can chat, share documents on which to collaborate, and link to additional
collaborative tools, for example, Jamboard. The additional advantage in using this platform is
that it is familiar to all stakeholders. I had considered setting up a community on the virtual
learning system, however I realized that only faculty and students use this regularly, hence it
might inhibit wider participation from the full range of stakeholders. I want to ensure voice, this
was one of the axes used to help determine the appropriateness of my proposed solutions in
Figure 9, hence I need to ensure that in all activities there are no silences. Using a Microsoft
platform will enable this, as it is something with which all participants are familiar.
Implementation Issues
The biggest issue I am anticipating, is ensuring all stakeholders are able to fully
participate in this change process. I want to bring together faculty teaching on the program, staff
supporting the program, wider faculty from within the School of Education, current students,
graduates of the program, recruitment staff, faculty from other disciplinary areas impacted by the
introduction of the TES program, and representatives from placement partners. These
stakeholders all have a vested interest in the TES program, some as active participants, others as
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those impacted by its introduction. Trying to coordinate all these people to ensure they can
participate in the collaborative sessions will be challenging. In order to help mitigate this, I will
make sure that the schedule for all collaborative sessions is established at the beginning of the
year, so that we are not scrambling to find mutually convenient times as the year progresses. I
will also ensure that I consult the Chairs’ Calendar to avoid all centrally scheduled university
meetings. Finally, I will not schedule any collaborative activities before 3.30 p.m. to ensure any
placement partners who are teachers will be able to attend.
The other potential issue, of which I am mindful, is the uncertainty of the current Covid19 situation. I have planned a number of in-person sessions (Figure 12) which would be
impacted if there were gathering limits imposed. Having attended and chaired remote meetings
and taught remotely, I know it would be possible to shift the sessions from in-person to remote.
It is perfectly feasible to utilize virtual meeting platforms to allow whole group activity and
small group activity, shifting between the two easily. The biggest challenge with this model
would be setting up breakout rooms for smaller group activity if there needs to be different
combinations within the same meeting. It would be a challenge, but not insurmountable.
One advantage I have noticed throughout the last two years, with the shift to remote
meetings, is that attendance has improved. Despite this positive outcome, the fact that the
collaborative understanding is enhanced if there is a combination of in-person and remote
activity cannot be ignored (Nicolson & Uematsu, 2013). The work of Nicolson and Uematsu
(2013) established this benefit is greatest if the earlier activities are in-person, establishing
deeper understanding for subsequent virtual collaboration. I have therefore structured the
timeline of activities to ensure that the implementation begins with in-person collaboration, as
can be seen in Figure 12.
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Goals: Short, Medium, and Long-term
The desired long-term outcome of this OIP is the successful creation and realization of a
strategic plan that is guiding, developing, and supporting the on-going implementation of the
TES program. Issues associated with the continuing employment of sessional faculty have been
addressed with greater security safeguarded; the content of all courses within the program
reflects the commitment to equity, social justice, and decolonization; and the fiscal impact upon
other disciplinary areas has been mitigated with greater collaborative and cross-disciplinary
approaches. Due to the complexity of these desired outcomes and their dependence upon existing
institutional structures, I recognize that this might be a destination towards which we will be
steering for a number of years to come.
In the medium-term, therefore, I would hope we can achieve the successful completion of
the first iteration, across the timeline (Figure 12). I hesitated to use a linear configuration for this,
preferring to acknowledge the cyclical nature of the change process; but recognized that, in order
to supportively guide the implementation, a coherent structure was required. The medium-term
goal is to have completed the collaborative tasks identified and to have submitted any documents
required as a result of the change process. Changes to the program need to be approved first by
the Undergraduate Studies Committee and then by Senate. To have arrived at a point where this
documentation is ready to be submitted, will reflect successful engagement, collaboration, and
consensus.
My short-term goal is to arrive at the position where we are asking ourselves what
generative topics we wish to consider. To be at that position, which is very early in the timeline,
will mean that there has been productive communication with all stakeholders, participants are
engaged, and there is commitment to change.
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Change Implementation Plan Summary
This section further developed the organizational context in order to situate the OIP
within the structure of the university foundational documents. Consideration was given to how
this OIP will be able to SOAR through the use of liberating structures. An initial timeline was
created, and resourcing and potential issues identified. Finally, some initial goals that will help to
support and guide the implementation of the OIP were detailed. Having outlined the change
implementation plan, the process for monitoring and evaluating that change now needs to be
detailed.
Change Process Monitoring and Evaluation
Sir Francis Bacon (1620/2000) proposed “Human knowledge and human power come to
the same thing, for ignorance of cause frustrates effect” (p. 33). This aphorism concisely states
the need for monitoring and evaluation of any change process – if the cause cannot be identified,
then the effect cannot be produced. Thus, it is paramount to ensure explicit consideration of how
the change process proposed within this OIP will be monitored and evaluated – monitoring the
cause, the action, and evaluating the effect, the change.
Participatory Evaluation
In identifying best practice variables for planning for strategic change, Mitchell et al.
(2018) identify one variable that has a statistically significant and independent relationship with
implementation success, that of a supportive stakeholder coalition. Hence, in addition to the
stakeholder coalition already identified for the implementation of change, the framework for
monitoring and evaluating this change implementation plan must be built upon a strong and
supportive stakeholder coalition.
In identifying an appropriate approach for monitoring and evaluating change, it is
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important to ensure coherence between the change management framework, AI, and the chosen
evaluative framework. The emphasis upon voice, agency and equity within participatory
evaluation, suggests it is the most appropriate approach to pursue. In describing the benefits of
participatory evaluation, Markowitz and Patrick (2016) identify five reasons why it is an
advantageous approach: rights, relevance, accuracy, effectiveness, and process. Within the
context of a program focused upon issues of equity and social justice, ensuring the rights of, and
giving voice to, all stakeholders is paramount. The other benefits then flow from this rightsdriven approach; having a voice ensures relevance, relevance safeguards accuracy, accuracy
guarantees effectiveness.
Participatory evaluation empowers participants and develops both individual capabilities
and collaborative structures (Markowitz and Patrick, 2016). This whole process of participatory
evaluation mirrors the values espoused within AI. Cooperrider et al (2008) use a wide range of
very positive language that reflects and is reflected within participatory evaluation – integrity,
empowerment, innovation, team spirit. Hence monitoring and evaluation will be guided by
participatory evaluation, thus ensuring congruence between the management of change and the
evaluation of change.
The Challenge of Participatory Evaluation
The biggest challenge in considering participatory evaluation can be summarized
concisely as, what is meant by participatory evaluation? Indeed, there is little empirical evidence
to attempt to answer this question (Chouinard & Cousins, 2015; Cullen et al., 2011). Although
this might be perceived as a liberating element, it can also be considered a constraint. In
considering this lack of specific definition, it is important to ensure participation does not
become tokenism (Markowitz and Patrick, 2016), but allows for meaningful engagement at all
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stages of the process. In order to support meaningful participation, Cullen et al. (2011) have
identified three dimensions that need to be given due consideration. The first dimension
considers the decision-making process; who has technical control? Is it solely the change agent
or are stakeholders also involved? The second dimension considers the extent of stakeholder
participation throughout the evaluation process. They further subdivide the third dimension,
which can be considered depth of participation, into stakeholder involvement at each stage of the
evaluation process.
Morra Imas and Rist (2009) identify two objectives within participatory evaluation: the
first, participation as a product and the second, participation as a process. If the monitoring and
evaluation of this change implementation plan is going to reflect the foundations of AI and
wayfinding, then participation must be a process in which to engage rather than a final product to
be achieved. The iterative cycle of questioning and discovery reflect an ongoing process of
learning, innovation, and inquiry.
PDSA Within Participatory Evaluation
The lack of a clear definition of participatory evaluation (Azzam et al., 2021; Chouinard
& Milley, 2018; Cullen et al., 2011) suggests there is no specific tool to use to engage
stakeholders within this monitoring and evaluation task. It might at first seem counter-intuitive to
even consider a Plan-Do-Study-Act (PDSA) approach to monitoring and evaluation within a
change process predicated upon AI and participatory evaluation, yet there is a certain coherence
in doing so. PDSA, is also referred to as the Deming or Shewhart cycle; it is used as a
monitoring and evaluation tool in quality improvement activity. Deming’s (1993) original
scientific method was built upon the work of previous scientific thinkers and doers. Pietrzak and
Paliszkiewicz (2015) detail Sir Francis Bacon’s three-step process, hypothesis – experiment –
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evaluate; and Le Chatelier (1926), who moved this forward with a five-step process: select
objective – study means and circumstances – prepare means and circumstances – do according to
the plan – check the results. Both Bacon and Le Chatelier were working very much within
scientific disciplines, however Shewhart and then Deming, who took up his work, shifted this
scientific way of thinking into the realm of organizational change and quality improvement.
The more corporate encounters with this PDSA tool would not indicate its usefulness in
an AI driven change process, yet, as Reed and Card (2015) suggest “its simplicity belies its
sophistication” (p. 148). They describe its flexibility, its adaptiveness, and its ability to scale for
greater change. One of the biggest issues they identify with the use of PDSA is the overemphasis
on this simplicity and the underemphasis on its potential to adapt and scale for multifaceted,
complex, and nuanced problems. This ability to scale to solve increasingly complex problems,
coupled with both its simplicity and its sophistication, make it a highly adaptable tool. This
change process utilizes AI to guide the change within a wayfinding leadership approach. AI
leads with questions in order to discern a path. It would be very easy to lose sight of appropriate
evaluation within the fluidity of AI; hence, the capacity for PDSA to be flexible and responsive
will aid the participatory monitoring and evaluation of change within this OIP.
Deming’s (1993) PDSA cycle has continued to evolve (Moen & Norman, 2010) and to be
utilized as an effective evaluative tool across a wide range of organizations. One outcome of the
evolution of the PDSA cycle is the introduction by Langley et al. (2009) of a model for
improvement (Figure 13). This framework supports the evaluation of change initiatives from the
informal to the complex (Moen & Norman, 2010). The inclusion of predictions at the planning
level, coupled with the model for improvement, results in a deductive-inductive, inferenceobservation cycle. This evaluative cycle can be integrated within Lewin’s three-step model
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Figure 13
PDSA Cycle and Model for Improvement
Model for Improvement
What are we trying to accomplish?
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improvement
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Note. Adapted from Circling back. Clearing up myths about the Deming cycle and seeing how it
keeps evolving by R. Moen & C. Norman, 2010, Quality Progress
mediated through AI, that I proposed in Chapter Two, as illustrated in Figure 14. This supports
the iterative nature of the PDSA cycle, that it will be utilized multiple times throughout the
evaluation of a change process. I therefore intend to utilize multiple participatory iterations of a
PDSA cycle throughout my change implementation plan.
Monitoring and Evaluating the Change Process
The evaluation of the change process will build upon the participatory cycle outlined and
consider organizational sense-making. The retrospective nature of sense-making makes it an
appropriate evaluatory tool: “life can only be understood backwards; but it must be lived
forwards” (Kierkegaard, 1843/1997, p. 306). Looking at what has occurred as we progress
through the change process will enable sense-making (Eckel & Kezar, 2003).
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Figure 14
PDSA Cycle Integrated Within Lewin’s Three-Step Model and AI

The challenge within this participatory evaluation will be in establishing the stakeholder
coalition for this aspect of the change process. The change implementation plan is designed to
include a cross-institutional and cross-partner large scale working group. This large crossstakeholder group is very relevant to the change initiative itself, but to attempt to include the
same large scale working group within the evaluation process would not be effective. The
challenges of working with such a large-scale group were outlined in the preceding section.
Trying to coordinate the same full group to engage in participatory evaluation would not be
productive. Thus, a smaller group will need to be constituted; being mindful to heed Markowitz
and Patrick’s (2016) caution regarding tokenism.
The smaller participatory group to be involved in the evaluation will need to reflect all
stakeholder groups identified within the change implementation plan. Weaver and Cousins
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(2007) highlight three reasons why the evaluation working group needs to represent all
stakeholders:
1) The pragmatic justification – because all stakeholders are represented, the outcomes will
be more widely useful across all stakeholder groups.
2) The political justification – the involvement of all stakeholders will ensure the evaluation
is fair. As aspects of this OIP aim to address issues of inequity, ensuring fairness within
the evaluation process is essential.
3) The epistemological justification – the collaboration between each of the stakeholders,
and the different perspectives they bring to this inquiry, will ultimately enhance the
validity of the evaluation.
Embedding the iterative PDSA participatory cycles within the implementation timeline gives a
complete picture of the change implementation plan together with the monitoring and evaluation
activities to be undertaken. This complete implementation timeline can be found in Appendix B.
Responding to Monitoring and Evaluation
One thing of which I will need to be aware as I both implement and monitor this change
implementation plan is the potential risk highlighted by Pietrzak and Paliszkiewics (2015)
“planning artificially reduces uncertainty and complexity” (p. 157). The mere act of planning
suggests a direction to be pursued; this, in turn, reduces the complexity of the original situation.
They do, however, go on to suggest that the monitoring of the change process helps to reduce
this potential risk. Using AI to drive this process should also limit this risk. As AI first defines,
then leads with questions at each stage, it is only in answering these questions that the detail
governing the way forward is revealed. Thus, the plan remains fluid and should not artificially
impact the complexity of the change process within this OIP.
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Pietrzak and Paliszkiewics (2015) further discuss an additional area for consideration,
that of premise control. Premise control ensures regular monitoring of underlying assumptions.
As the change strategy is developed and implemented, it is informed by underlying assumptions.
It is important to regularly revisit these assumptions to ensure they are still valid. If they are not,
then the strategy will no longer be aligned with the needs of the change process and needs to be
refined. Again, the strength of AI is that there are fewer underlying assumptions that are static
within the process, there is a constant questioning. What this does highlight in the need to ensure
that this questioning includes consideration of the fundamental assumptions at every stage.
In his seminal paper, giving reconsideration to the premises of strategic management
proposed within the design school of thought, Henry Mintzberg (1990) critiques some of the
fundamental assumptions underlying any change process. One of these, that in making the
strategy explicit you, as a consequence, promote inflexibility, reiterates the concerns regarding
planning identified by Pietrzak and Paliszkiewics (2015) above. Mintzberg (1990) further
considers the “formulation-implementation dichotomy” (p. 184). He identifies that, when
implementation fails, the focus turns to formation – the relationship between thought and action.
He suggests the reasons are far more nuanced than this formation-implementation dichotomy,
involving stakeholders and implementors at all stages of the process. It is thus important to be
mindful in response at every step of the process; not to be reactive, but to be intentional in the
response.
All of these areas highlight the need for the smaller participatory evaluation group to be
attentive to these possible areas of influence and impact during each of the PDSA participatory
cycles. At the Study level, it will be crucial to consider the assumptions, to ensure ongoing
alignment with the change process, and to be mindful of the formation-implementation
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dichotomy. The outcomes of these considerations will help inform the Act phase and the
considerations for the next cycle.
Plan to Communicate the Need for Change and the Change Process
“The great enemy of communication, we find, is the illusion of it” (Whyte, 1950, p. 174)
As this statement demonstrates, within this OIP, and any change process, there is a need for
clear, intentional communication at every stage: communication to raise awareness of the need
for change; communication with stakeholders throughout the process; knowledge mobilization to
help inform implementation and future considerations. Each of these needs to be given individual
consideration in order to ensure effective communication which is vital to the successful
implementation of change.
A Three-Phase Approach
A three-phase approach, as highlighted above, is reflected in the work of Armenakis and
Harris (2002) who proposed the following:
•

Phase one: readiness – preparation for change, identify and encourage supporters

•

Phase two: adoption – implementation of change, adoption of new ideas and approaches

•

Phase three: institutionalization – maintenance of adoption, reinforcement of change until
it becomes the norm

I was particularly drawn to the work of Armenakis and Harris (2002) as they conceptualized
these three phases as a Möbius strip (Figure 15). As a mathematician I find this topological
model appealing; a Möbius strip is a one-sided surface with no boundaries. Simply stated, if you
start at readiness on the Möbius strip, move along to adoption, keep going to institutionalization,
and carry on, you will arrive back at readiness having traversed the whole shape. Choosing to use
the Möbius strip to represent this three-phase approach, clearly models the continuous, infinite

,EBC0*1,- 34, /*230>,2 3403 ,E,573*+,2' /0106,82' 01- 5.127C30132 501 /0>, *1
.8601*J03*.10C -*061.2*2: N) 2./, .) 34,2, /*230>,2 08, B8,+0C,13 34,1 01
.8601*J03*.10C 54016, -,2*61,- 3. 8,2B.1- 3. 34, -*061.2*2 *2 C*>,C9 3. <,
*10BB8.B8*03, 01- *1,)),53*+,:
;4, ).7834 /,2206, 5./B.1,13 *2 B8*15*B0C 27BB.83: #4016, 8,U7*8,2
8,2.785,2 01- 5.//*3/,13 3. 2,, *3 348.764 3. *123*373*.10C*J03*.1: O/BC.9,,2
Figure
15 ,)).832 230CC -7, 3. C05> .) 27BB.83 3403 34,9 40+,
40+, 2,,1 2. /019
54016,
<,5./, 2>,B3*50C 01- 71G*CC*16 053*+,C9 3. 27BB.83 34, 54016, 713*C 0 5C,08
-,/.123803*.1Möbius
.) 27BB.83
*2 /0-,: N1 0 237-9 .) @% 4.2B*30C2' V733 ?%@MQA ).71Strip

Note. From Crafting a change message to create transformational readiness by A.
Armenakis and S. Harris, 2002, Journal of Organizational Change Management
nature of the change. At each phase of this continuous cycle of change, Armenakis and Harris
(2002) reinforce the crucial importance of open, effective, and on-going communication.
Raising Awareness and Ongoing Communication Throughout the Change Process
I am intentionally addressing both the communication strategy required in order to raise
awareness of the need for change, and also the ongoing communication throughout the change
process together, as I will be approaching these in a very similar manner, given the large scale of
the working group collaborating within this change process. I will focus upon Armenakis et al.’s
(2007) five beliefs in organizational change, which build upon their earlier work (2000) and the
work of Armenakis and Harris (2002), and also upon Beatty’s (2015) work on models of
communication during organizational change.
Armenakis et al. (2000; 2002; 2007) identify five beliefs in organizational change which
need to inform communication throughout the change process. As Armenakis and Harris (2002)
suggest, communication within the three phases of the change process provides “the organizing
framework for creating readiness and the motivation to adopt and institutionalize the change” (p.
169). Thus, consideration needs to be given to the five beliefs in order for these to inform the
communication strategy. The five beliefs identified by Armenakis et al. (2007) are:
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1) Discrepancy – the need for change
2) Appropriateness – the change is well matched to the need, thus removing the discrepancy
3) Efficacy – self-belief in the capacity to implement change
4) Principal support – the support from change agents; behavioural integrity, aligning words
and deeds
5) Valence – the attractiveness of the perceived outcome of change
It is vital to understand the importance of these beliefs for all stakeholders in the change process
as it will inform both the implementation and the communication strategies throughout. For
example, when considering appropriateness within the change process, the different stakeholders
have different experiences of the TES program, which will inform their conception of the
appropriateness of the change. This is why the process needs to be underpinned by collaboration,
communication, and consensus, reflecting wayfinding leadership and AI. The impact of
leadership upon the change process was found to be most effective when there was coherence
between values, voice, and action (Tanner & Otto, 2016). Thus, words are important, ongoing
communication is impactful, and demonstrating the commitment of leadership to the process in
my actions is imperative.
Beatty (2015) identified specific communication issues within organizational change
initiatives. One issue identified was too much information at the start of the process but less and
less as the process proceeded. She concluded there needs to be a consistent, rational
communication strategy, utilising effective tools and platforms, and communication must be
maintained consistently throughout, from inception right to the end. To inform the creation of
this communication strategy, Beatty (2015) identified a number of questions that need to be
considered, including,
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•

What roles and responsibilities will people have in the communications plan?

•

What objective is each communication intended to achieve?

•

How much communication is necessary for each stakeholder group?

•

What are the contents of effective change messages?

•

What are the best media to use for each communication and each stakeholder?

•

How will the effectiveness of the communications be assessed and improved?

These questions also form a cycle similar to that of Armenakis and Harris’ (2002) three-phase
approach. Once the roles and responsibilities of those within the communication plan have been
established, the other aspects flow one to the other and back to the start – from the objective to
the stakeholders, the content to the media, and once the effectiveness has been assessed, new
objectives are defined. Thus, I chose to also represent this as a Möbius strip (Figure 16).
My communication plan will start with the identification of the smaller participatory
evaluation group which is going to be central to this change process. This group will be drawn
from a number of stakeholder groups with which I already have a positive relationship through
my role either as TES Coordinator historically, or as the Dean of Education currently. Once that
has been established, specific roles regarding communication will be assigned. As Tucker et al.
(2013) highlight, how we communicate will be as important as what we communicate. If we are
to ensure we heed Beatty’s (2015) warning, then we must “communicate early, often and right
Figure 16
A Möbius Communication Model
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through to the end” (p. 3). Thus, assigning roles at the outset is crucial to the future success of
the change process.
Once we have established the roles and responsibilities, the next task is to set up our
Microsoft Teams space. This space will drive communication throughout the process. I have
decided this should be the main platform for communication as I want to move beyond the more
ubiquitous emailing. Beatty (2015) cautions email is generally over-used as a communication
tool in organizational change; hence I want a platform that allows for many different media.
Teams allows us to: send more traditional messages; to chat with each other in a manner similar
to texting; to call each other via audio or video for synchronous communication, if necessary; to
arrange virtual meetings; to share documents; to collaborate on documents; to share multimedia
resources; and to link externally. It is also a platform with which stakeholders are already
familiar, so there will not be a barrier caused by lack of familiarity or confidence.
One aspect of the communication plan which intersects with the knowledge mobilization
plan is the inclusion of the Knowledge Mobilization Education Coordinator (KMEC) within the
School of Education as a member of the participatory evaluation group. This person has
historically taught as a member of faculty in the TES program and leads all our knowledge
mobilization initiatives. I will ensure that the KMEC plays a fundamental role in driving
communication, both as part of the change process and also as part of knowledge mobilization.
He will be an invaluable resource within this process. He will be tasked with creating and
communicating media that reflect our work and achievements to-date throughout the
implementation of this OIP. This might be through: digital publications: video of activities,
outcomes, and interviews; multimedia publications; or interactive media projects. As such, the
intersection of ongoing communication with knowledge mobilization becomes apparent.
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Knowledge Mobilization
Lavis et al. (2003) identify five questions that need to be considered when addressing
knowledge mobilization (KM): What should be transferred? To whom? By whom? How? With
what effect? These are the questions that will need to be considered within my own plan for KM.
In addressing these questions, it is important to be mindful of Fischman et al.‘s (2018)
suggestions for a comprehensive KM strategy, that it be “multidimensional, interactive, and
inclusive” (p. 10) and that it is ”coordinated and supported” (p. 10). From this, the
aforementioned intersection of ongoing communication and KM is apparent. Including the
KMEC in the change process ensures both the communication strategy and the KM strategy are
coherent, informed, and engaging.
Being mindful that my change process will involve stakeholders from across the
university and also from host partners within the community, I have drawn upon the work of
Hall et al. (2016) who reflected upon their own insights gained from KM activity and universitycommunity engagement. I do expect to encounter some challenges related to timings, to
academic freedom within a collaborative process, and to the competing demands upon all
stakeholders. However, KM is situated at the intersection of the desired change, the
organizational structure, and the dynamics in which this work is being conducted (Hall et al.,
2016). It can therefore be seen just how invaluable it is in informing the interplay between the
activity, the stakeholders, and the wider academic community. Thus, I am also confident that the
opportunities for networking will be beneficial both within and beyond this change process
(Bryk et al., 2011). The relationships built will likewise support both this change process and
future initiatives, and the outcomes for the TES program will be constructive in informing future
undergraduate Education proposals.
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In considering KM within this OIP, it is important to start by answering Lavis et al.’s
(2003) question: to whom? Who is the audience within the context of this OIP? KM can be
considered as reaching out beyond the academy (Zuiker et al., 2019; Malik, 2020); within this
OIP, the audience is the full stakeholder groups within and beyond the cross-institutional and
cross-partner large scale working group. Thus, in developing and sharing KM activities and
products, the approaches need to be matched to this audience.
I am fortunate to be able to draw upon the existing expertise of the KMEC within the
School of Education. He is experienced in recording video of activities as they are being
undertaken, interviewing participants, and creating small, focused, and targeted video content. I
intend to use this to maintain focus and motivation throughout the change process. He will be
able to video activities (with appropriate permissions) as we undertake them, from the
perspective of a participant within, and draw upon the outcomes of the activities, the ideas, the
collaboratively created documents, and reflections shared within the Teams space. Using these,
he will create a range of multimedia products that we will disseminate throughout the group.
Some of these will be video products, others will be multimedia publications. The objective of
this KM approach is to ensure we disseminate our learning and progress regularly through the
change initiative – still being mindful of Beatty’s (2015) “communicate early, often and right
through to the end” (p. 3). To help support this approach, the KMEC will produce and share KM
products at five key points in the process:
•

November: video short (three minutes) to summarise the outcome of the define phase,
identify the generative topics, and share the highlights of the user experience fishbowl.
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•

January: multimedia publication to share the themes of the discovery phase - the TRIZ,
then moving on to the first iteration of our collaborative SOAR process which will help
focus our work moving into the next SOAR cycles.

•

March: multimedia publication to share the outcomes of both the stakeholder specific and
the cross-stakeholder 1-2-4-all SOAR cycles within the dream phase.

•

May: video short (three minutes) to share the outcomes from the Jamboard and the
impromptu networking informed by the SOAR activities; shaping the way forward within
the design phase.

•

July: final multimedia publication – bringing it all together. This will summarise and
reflect upon all our work and findings throughout the year and link to all previous
publications and videos, reaching our destiny.
At this stage in the planning process, I know I will share all these KM products in our

Teams space, stakeholders can take them from there to disseminate more broadly among their
own networks. This is a change to our more usual KM activities which involve dissemination on
multiple platforms – Twitter, Facebook, Instagram, our own professional and research networks,
together with the School of Education website, and with the Communications team at the
university for media release. I am hopeful that by the end of the process, and maybe at key points
throughout, that this might also be possible; but, at this stage, I am focusing on our specific needs
as a team involved in a complex change process and our needs as participants within this
initiative.
Chapter Three Summary
Chapter Three detailed the change implementation plan including the timeline for
implementation. Monitoring and evaluation indicated the implementation of multiple PDSA
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participatory cycles to ensure an intentional response at each stage of the change process –
emphasizing explicit consideration of cause (action) and effect (change). The plan for
communication and knowledge mobilization was detailed ensuring it was multidimensional,
interactive, and inclusive. Chapter three added the elements necessary to practically address the
identified solution to the PoP; to ensure the creation and implementation of a detailed, viable,
action-oriented, sustainable, and sustaining strategic plan, with a comprehensive mandate to
operationalize a rigorous, experiential, justice-oriented TES program – thus ensuring a happily
ever onwards.
Next Steps and Future Considerations
Beyond achieving the aim of ensuring a progressive, justice-oriented, experiential
education program, there are a number of potential additional benefits both within and beyond
the university. At this point I will consider: the future relationships between the School of
Education and other disciplinary departments; the impact of Collective Agreement negotiations
currently and going forward; and the potential for further developments for undergraduate
Education studies that can capitalize upon all the relationships built and the strategy identified
and implemented throughout this OIP.
The opportunities for cross-disciplinary collaboration, both from an administrative
perspective and also from an academic perspective are manifold. Since embarking upon this EdD
program, I have already formed relationships with some of the disciplinary areas whose
enrolment has been adversely impacted by the introduction of the TES program. We have
worked together to cross-list a number of courses that were potentially at risk due to low
enrolment. These courses are certainly relevant to intending educators, cross-listing them with
Education has resulted in more students choosing these elective courses as having them listed as
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Education courses aligns with their own identity as teachers. This is also something that can be
considered more broadly when discussing potential future developments for undergraduate
Education studies.
A further development at SCU since I started this program is the introduction of
regularized sessional appointments and three-year sessional appointments. Regularized
appointments guarantee that a sessional faculty member can teach a specific course for as many
years as they wish, in effect it is a permanent part-time contract. Three-year appointments are
exactly that, the sessional faculty member is able to teach the course for three years without
having to apply for it. As Dean, I have been able to negotiate two regularized appointments for
the TES which I have appointed in the first and second years of the program. Some additional
three-year positions have become available; I have negotiated two of these which I will be
allocating to the third and fourth years of the TES. This will go some way to help address the
precarity of faculty whilst we consider other, more creative supports within this change process.
Both these developments will impact this change process in a positive way and should
ensure support for potential further initiatives in the future. The most significant potential next
step is the introduction of a BA degree in Educational Studies. Currently, the TES is a program
that allows students to take specific electives in Education and to undertake placements; the
program runs parallel to their undergraduate major and minor studies and is notated on their
degree transcript. Building upon the successful implementation of this OIP, it is hoped to
introduce a full major and minor in Educational Studies. Implementing the change process
identified within this OIP will result in the formation of cross-disciplinary networks and
relationships and will strengthen relationships with community-based partners. In designing an
undergraduate Educational Studies degree, it should be possible to capitalize on these networks
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and relationships as well as integrate the courses within the TES program within the new
Educational Studies degree.
In conclusion, “Leading in a culture of change involves creating with others the change
that you never knew you wanted” (Fullan, 2020, p. 40). This is an incredibly challenging
statement from someone with immense experience of leading change in multiple countries, at
both a local and national level. Although challenging, it is a statement from which I take heart –
in moving through the change process something new will be created. The aim of this OIP is to
identify an effective roadmap through a change initiative, yet, if Fullan is to be believed, where
we will arrive is somewhere different, but nonetheless wanted – an exciting prospect indeed.
Narrative Epilogue
This Organization Improvement Plan experience has been incredibly formative in so
many ways. I think first, my adoption of a first-person narrative is new and something which I
have wholeheartedly embraced. As a mathematician I have always written in the third person and
did so throughout my MA. However, the whole of this OIP is considered from a personal point
of view, that of me as Dean of Education. To attempt to write this in the third person would
result in the writing sounding overly complex, a tad contrived, and with too much use of the
passive voice. I am now an enthusiastic convert to the use of first-person narrative.
Other aspects that I have explored on this journey are related to writing within the social
sciences. Discovering the social science paradigms and perspectives was a revelation. Having the
opportunity to compare and contrast these, to apply them to my own PoP and context, and to
consider them from my own leadership position, agency, and philosophy, added depth and
breadth to my understanding of the work to be undertaken. A further social science approach,
that of the use of metaphor was also a surprise – an engaging, intriguing, and, if I am honest,
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rather enjoyable surprise. As a math major, metaphor really lurked somewhere in the recesses of
old English classes within my brain. Having the opportunity to conceive of the PoP completely
differently, taking it out of the literal, with potentially tedious description, to liberate it with
vivid, yet understandable imagery, was a compelling delight.
The final step of my journey actually started at the beginning. In the first semester of this
program, I encountered a brief reference to wayfinding leadership and set out to discover more.
The more I read, the more it resonated with me. I knew I could select and position myself within
other leadership theory such as transformative or servant leadership, but knew that in doing so, I
would be privileging a western cultural perspective and dismissing an Indigenous perspective.
Too often in academic writing Indigenous perspectives are marginalized and not centred within
the work. I could have taken that decision and could have included more traditional western
leadership theory; however, wayfinding, leading beside, navigating complexity and nuance
together, spoke to who I am as a leader. I chose not to marginalize this Indigenous theoretical
approach to leadership but to embrace it as I steer a course through this process of change.
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Appendix A: Liberating Structures Used Within the Change Implementation Plan
The liberating structures used within the cross-institutional and cross-partner large scale
working group are drawn from the work of Lipmanowicz and McCandless (2013). They have
been chosen as they will encourage collaboration in a structured way that should ensure people
feel safe and confident to contribute. These particular liberating structures can also be effectively
utilized in a virtual environment, which ensures that, even if the university needs to shift to
remote working again in the coming year, that we will be able to proceed with this plan.
User Experience Fishbowl
The user experience fishbowl utilizes a small subset of people with detailed and different
experiences; within the context of the TES program, they can be drawn from a range of different
stakeholder groups, for example, a current student, a graduate, a faculty member, an admissions
advisor, a host professional. They bring well-informed opinions from a variety of perspectives.
They are positioned in the middle of the room, in a group facing inwards towards each other.
Surrounding them is a wider circle comprised of the other participants. The inner group, in the
fishbowl, have a free flowing, open conversation about their experiences as if the audience was
not there. The audience listens and observes, formulates questions, and notes nonverbal
exchanges. Once the inner conversation comes naturally to an end, usually 10 to 25 minutes, the
outer circle forms satellite groups of four and formulates observations and questions. Questions
are then asked of the inner circle, with questions and answers flowing forwards and backwards,
again usually 10 to 25 minutes. When this ends there is a debrief that follows the, what? So
what? Now what? Format, aiming to establish what seems possible now? A positive approach to
identifying successes, strengths, and further questions to explore.
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TRIZ
The TRIZ activity is all about creative destruction and starts with the question ““What
must we stop doing to make progress on our deepest purpose?” (Lipmanowicz & McCandless,
2013, p. 187). At first this might seem counter-intuitive, but if we can identify the things we
really should not be doing, then we can move forward to identify that which we should be doing.
Sometimes in engaging in these TRIZ activities, we find ourselves identifying some of the things
we are currently doing as being examples of the worst possible approach. This is fine, it often
results in laughter, due to the relaxed approach within this task and the “courageous
conversations” (p. 187) that can take place in this action of creative destruction. This fun,
engaging, and useful activity helps to build trust by removing barriers – and in naming the worst,
we make space for innovation.
1-2-4-all
1-2-4-all is a way of organizing a group of any size to ensure everyone has a voice, can
contribute, and knows they are heard within a safe space. It is a way of ensuring generative
conversations, rich observations, and insights, as you generate questions, ideas, and suggestions.
The activity starts with a question, participants reflect on this individually. Next, they join with
one other to form a pair and start to build on their own ideas from their self-reflection. Next two
pairs join to form a group of four; ideas are compared, similarities and differences noted. Finally,
the whole group comes together and each four shares something important that came out of their
conversations. This can be repeated as often as necessary in multiple cycles. The benefits of this
approach can be seen in Figure A1.

119
Figure A1
1-2-4-all

Note. Adapted from The surprising power of liberating structures: Simple rules to unleash a
culture of innovation by H. Lipmanowicz & K. McCandless, 2013, Liberating Structures Press.
Impromptu Networking
Impromptu networking is a further structure to encourage productive engagement. It is an
opportunity for participants to physically move about the space, to find others with different
roles. A question will be asked, each person will be given two minutes to answer. At the end of
the round, everyone will move on and find another person with another perspective and a new
round will occur. By engaging in impromptu networking participants gain further insights from
others coming to the question with different perspectives. It affirms the contributions of everyone
and helps participants to understand the power of connections.
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Appendix B: PDSA Participatory Cycles Embedded Within the Implementation Plan
PDSA 1

Define

Unfreezing

Sep

Discovery
PDSA 2

Dream

Moving

Design
PDSA 3

Destiny

Refreezing

Recruit participants from
stakeholder groups
Oct Small group discussions:
what generative topics do we
want to focus on together?
Nov Whole group:
User experience fish bowl –
what works? Successes &
strengths
Dec Whole group:
TRIZ
Jan Virtual space:
Collaborative SOAR (Jamboard)
– build from the TRIZ, envision
a preferred future
Feb Small specific stakeholder
group:
1-2-4-all SOAR – what is, what
might be, what should be
Mar Small cross-stakeholder group:
1-2-4-all SOAR – what is, what
might be, what should be
Apr Virtual space:
from dream to design.
Collaborative Jamboard
May Whole group:
Impromptu networking –
shaping the way forward; how?
Jun Submit documentation for any
required changes to USC &
Senate

Virtual space:
as a repository
for work
undertaken

Virtual space:
as a place for
active
collaboration

